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has been more than a decade since community control of schools

was the dominant issue in urban education.

The concept that developed

was as varied as the cities that tried to apply the idea.

In

Washing-

ton, D.C. where two different experiments were tried, one was the

Anacostia Community School Project.

This study is an attempt to assess

the aspect of the Project which dealt with:

(1)

providing community

boards to insure parent involvement; (2) developing exciting new cur-

riculum; (3) utilizing community members, and through schools providing
jobs, raising income levels of families, and developing career training
in human services.
In

order to develop the proper perspective for the Anacostia ex-

periment, Chapter

I

is devoted to a history of communities'

control their schools.
is

efforts to

Beginning with the turn of the century attention

given to the political climate and how it affected schools.

Efforts

made by "progressives" to remove schools from unsavory political influ-

ence is noted, as is the establishment of

controlled the public schools.

a

bureaucracy that eventually

Some attention is devoted to immigration

vii

i

and its effect on schools and to the effect of
blacks migrating to urban
areas.

Discussed, also, is the Supreme Court's decision outlawing
segre-

gation and the federal government's attempt to achieve equality
through
the Antipoverty Programs.
in causing blacks,

Events related in Chapter

I

were significant

in their quest for improved lifestyles, to turn to

community control of schools as

a

possible solution.

Chapter II focuses on two experiments— the Adams-Morgan single
school effort in Washington and the three experimental

York City.

districts in New

These efforts served, more or less, as models that would

guide cities bent on trying the concept, hoping that they would profit
by earlier mistakes.

Problems, successes and failures of these experi-

ments are discussed.

Chapter III is concerned with Phase

I

of the Anacostia Project

which was monitored by the U.S. Office of Education.

After examining

the structure and organization of the Project, attention

problems, successes and failures.

is

given to

There follows an account of the at-

tempt by the Office of Education to close down the Project, and the re-

sulting response from the total community.

A discussion of the reaction

to and result of this dilemma follows in Chapter IV.

discussion of Phase

II

There is also

a

of the Project which was reorganized under and

monitored by the National

Institute of Education.

This phase is cur-

rently being studied by consultants engaged by the Institute.
Chapter V consists of the most recent research conducted by the
writer.

Included are surveys and interviews involving the adult parti-

cipants in the Project, as well as, the perusal of hundreds of materials

1

x

and documents on file and in the writer's possession.

The attempt is

made to analyze the data in order to ascertain what progress
has been
made in eight years toward achieving what is considered an
acceptable
1

ifestyle.

Chapter VI discusses the impact community control of schools has
had on the Anacostia area.

Insight is provided into two successful

programs initiated by the community which have become models for Washington and for the nation.

Pointed out, also, is the recognition by

the community of its limitations in performing certain functions.

Finally, the ramification concerning the restructuring of the
urban school hierarchy involving city-wide school boards is discussed,

with

suggestion for change.

a

It is hoped that this study, made after a period of eight years,

will

provide information and give hope to those who still have confi-

dence that parent involvement in the school decision-making process

makes

a

difference in the performances of parents and their children.

x
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CHAPTER

I

A HISTORICAL PERSPECTIVE

The District of Columbia Board of Education approved the Anacostia

Cormunity School

Project at its meeting on September 18, 1968.

The ap-

proval came as a result of President Lyndon B. Johnson's recommendation,

included in his message to Congress in 1968, for

a

major experimental

subsystem to be established in the public schools of Washington that
would allow parents and children
tional

a

voice in the operation of the educa-

system.

When the proposal for the Anacostia Community School

Project was

being planned and written, in keeping with the Presidential mandate, it
was emphasized that the totality of an individual's experience would in-

fluence his specific behavior.

The Project was perceived as

a

signifi-

cant "process" in which citizens of the community were to be involved in
the educational enterprise and in the determination of their own destiny.
The methods, procedures, and activities participated in were viewed as
vital

learning and developmental activities, and in the eyes of the

planners

— and

later the partici pants--the results of the Project would be

represented in the relative improvement of the quality of life and the

opportunities present in the community.
Sufficient time has now elapsed to allow for
a

project of this nature.

a

valid evaluation of

It is with this in mind that after a decade

this study has been pursued.

1

2

In

order to place the Anacostia experience in its proper perspec-

tive, it is necessary to examine past public school

of control

structure and efforts

during both the distant and the more recent past.

A Historical

Sketch of Local Control

Urban boards of education and schools find themselves in the pre-

dicament of being unable to perform satisfactorily for all of their
clients more by accident than by design.

Prior to the growth of large

urban areas, local school boards and committees of smaller districts

carried out required duties and assumed responsibilities expected of
them with reasonable success.

During the first half of the 19th cen-

tury, with little interference from the outside, local authorities re-

ceived funds, hired staff, and decided what their schools would be like.
Usually there existed "two" school systems--one served the poorer students, most of whom would soon leave the schools to go to work on the

farm or in the factory; and,

a

"second" school system existed for the

wealthy and privileged who continued their education through college and
seminary, then became ministers, professors, and scholars.
During the latter part of the 19th century, industrialization and

urbanization took place at

a

rapid rate.

With these phenomena came posi-

tive gains for the country and people, but there came, also, many conditions that were undesirable.

On the positive side there was general

provement in the standard of living.

Transportation and communication

were improved; technology made for more conveniences; and although

compassed

a

struggle, there was an upgrading of education

both quantitatively and qualitatively.

im-

fo.r

it en-

the poor,

Negatively, there was the

3

exploitation of poor workers and consumers by

growing industry.

a

Espe-

cially were poor children misused and abused.

Corruption could be found

in almost every economic and political

Businesses were without

realm.

adequate controls and there existed limited concern for human beings.
By the last quarter of the 19th century, education as we basically

know it today had been firmly established in this country.

Michael

Katz

stated that "American education had acquired its fundamental structural

characteristics.

.

.

.

Public education was universal, tax supported,

free, compulsory, bureaucratically arranged, class based and racist." 1

Bowles and Gintis echoed some of the same characteristics in their

discussion of the history of public education.

They indicated that those

who speak for education reform feel that "upbringing in the family was
not training for the rising industrial sector."

They further stated

that the Lowell committee lamented that "children have to receive their

first lessons of subordination and obedience in the classrooms."

2

Changes were being made, according to Bowles and Gintis, but for reasons
that were beneficial to

a

growing industry.

The need of schools for

a

change in governance

.

Schools were plagued

with the same problems that permeated the rest of the community during
the period.

Jobs were obtained, not on the basis of competence or

qualification, but rather, on the basis of the candidate's ability and

The Illusion of
Michael B. Katz, Class Bureaucracy and Schools:
1971,
Praeger,
Frederick A.
Educational Change in America New York:
p. 106.
1

,

^Samuel Bowles and Herbert Gintis, Schooling in Capitalist
America, New York: Basic Books, Inc., 1976, p. 162.

4

willingness to pay corrupt politicians.

Not until

the beginning of the

20th century did most communities become sufficiently aroused by the cor-

ruption prevalent in all areas of public life that they began to move to-

ward reform.

In

order to prevent unsavory political bosses from inflict-

ing their ideas of patronage any further upon the schools, "progressives"

sought to divest the schools of unhealthy political influence.
boards became the appointing agencies.

maintain

a

School

They sought to organize and

controlled bureaucracy which would become so engaged

in

ad-

ministrative functions that there would be little time or need for them
to meddle in politics.

organize themselves like

School administrators, it was believed, would
a

business, and they would conduct their affairs

independently of elected governments, unencumbered by the restraints of
public accountability.

With no vested interest in political power, ap-

pointed school authorities would make objective decisions, be responsive
to public needs and demands, and would operate efficiently and economic-

ally.

3

In

order to assure that its school boards would be beyond re-

proach, Pittsburgh, Pennsylvania decreed that members should be re-

stricted to "business men and professional people."

4

And in order to

further guarantee that these standards would be adhered to, board members were appointed by the Common Pleas Court.

Bowles and Gintis describe the reform of education movement that

took place during the early part of the 20th century as an elitist
Mario D. Fantini and Marilyn Gittell, Decentralization and Achiev
Praeger, 1973, pp. 3-4; Diane Ravitch, The^Grea_t
inq Reform, New York:
Basic Books, 1974,
New York City, 1805-1973 , New York:
School Wars:
pp. 134-167, passim

3

.

4

Education
Diana Wood, "A Case Study in Local Control," Urban
(April 1975), pp. 22-24.

,

10

.

.

5

movement without any grassroots participation.

Those who

in

the end

controlled the schools were "the new and rising corporate elite-upper
class women's groups, school superintendents, university professors,
and college presidents.

Almost all were white Anglo-Saxon Protestants."^

The boards of education, according to Bowles and Gintis, were coimitted
to social control as the overriding objective of schooling, and so-

called progressivism was acceptable by the boards insofar as it did not

contradict the class system. ^

The high qualification for board member-

ship served to exclude poor and black people.
In

discussing what she termed

a

revisionist perspective of Ameri-

can history, Diane Ravitch concentrated on the history and problems of
New York City schools, which she assumed to be the problems of other

American cities on

a

magnified scale.

She viewed reform and changes as

having followed the political struggles of the city of New York during
its history.

The controversies and issues of the system were referred

to by her as

"school wars," which in spite of the desire on the part of

some persons to gain social control did not necessarily indicate that

they were successful and that the control that they desired existed.
She contended, moreover, that "the political systems of the city and

state which usually aim to compromise differences and pacify discontent,
on each occasion engineered a political solution which satisfied both

wanted and fears, terminating the contest."
5

6
7

Bowles and Gintis,

op_.

cit

,

pp.

7

186-191.

lb i d

Diane Ravitch, 0 £_._c|t., pp. xi-xiv.

,

6

The changed school structure worked well for the
middle class for

whom the arrangement had been designed.
gated to

a

Even though control was dele-

bureaucracy, "for many years," said Mario Fantini, "city

schools represented America's finest.

As new immigrants came to

America from Europe and settled in the cities, they, too, in
spite of
the discrimination and hardships, looked to and were able to
utilize

public education as a means of lifting themselves and their children
to positions of economic independence and political

influence.

Unrestricted immigration continued in America (except for Orientals) until World War

Then the fear of labor leaders that they would

I.

not be able to hold wage gains made during the war, aided by intellec-

tuals who feared the mongrel izati on or formation of a hybrid race as

a

result of the large number of southern Europeans coming into the country,

resulted in the passage of the new Johnson Act.

The Act, based on the

1890 census, provided that annually "only two percent of each foreign

born group not resident in the United States prior to 1890 would be ad-

mitted."

By 1929, the fixed annual quota was 150,000 of which 132,000

were alloted to northern Europeans and only 20,000 alloted to southern
and eastern Europe and Asia.

It was the public schools which were

called upon to cope with the social, economic, and physical problems of
the immigrants whether they were the Italians who were purported to have

little aptitude or the Jews who had

a

strong tradition of education.

^Mario D. Fantini, The Reform of Urban Schools
National Education Association, 1970, p. 5.
9

Ravitch, op. cit

.

pp.

1

73-1 79.

,

Washington:

g

7

The migration of blacks to urban areas

migration caused

a

.

The limitation placed upon im-

shortage in the number of laborers available for in-

dustry and domestic servants in the North and West.

somewhat alleviated by the blacks.

The problem was

First, they migrated to the towns

and cities of the South, and then to the large urban centers of the

North.

But the new residents brought with them the scars of many years

of dehumanization and degradation caused by slavery and segregation.
Blacks who came from the South were especially lacking in schooling for
in the rural

areas from whence they came, education for them had been

at a bare minimum and often scarcely existed at all.

Plessy

v.

Backed by the

Ferguson court decision which supported segregation through

its separate but equal

doctrine, jim crow practices took over the South.

Blacks got the worst school buildings, railroad cars, and run-down tenements.

Segregation reached its height in Washington, D.C. under Presi-

dent Woodrow Wilson when all government offices, restaurants, and lavatories were segregated.

These same practices continued through both

the Harding-Cool idge and Hoover administrations.

It was a sad sight in-

deed that at the dedication of the Abraham Lincoln Memorial on Memorial
Day in 1922, blacks were separated from whites by

a

road.

Robert

R.

Moton, president of the Tuskegee Institute, who was one of the speakers
at the dedication, was not allowed to sit on the speakers'
he had to sit with the other blacks who were in attendance.

tonians, though, had made some gains after World War

platform, but

Washing-

I— blacks

boasted

that they had what was reputed to be one n f the best high schools
black teach(black) in the country, there was a normal school to train
ers, and there was Howard University.

There was also

a

black fire

8

station and the opportunity for black citizens
of the nation's capital
to use the government (U.S.) owned tennis
and golf course on Tuesdays

.

Economically there were actually less blacks
employed by the Federal

government in Washington (even in menial jobs) than
there were in
1910.

10

The educational bureaucracy which had been established by
the re-

formers in the earlier part of the 20th century was not equipped,
nor
did it try very hard— to serve the migrant clientele.

The problem was

largely disregarded in the North, and in the South, blacks were expected
to do the best that they could with what was doled out to them.

The

great Depression of the thirties served to subdue any thought of reform
or rebellion.

The most urgent need of urban blacks during this period

was the need to survive.

Feeble efforts made by the Communist and

Socialist parties during the time to gain the support of the blacks and
the poor failed, while social legislation sponsored by the Roosevelt ad-

ministration aided blacks in numerous ways and gained support for the
Democratic Party which persists in most urban areas until this day.

The black struggle for change—the Supreme Court decision

.

During the

Second World War blacks again gained economic independence sufficient to

allow protest organizations to begin to make clamors in their quest for
equal rights.

President Roosevelt (influenced by his wife) returned

some rights to blacks that had been taken away by the "black codes" of

earlier administrations.

Permanent legislation establishing

a

Fair

A History of Race
The UniverJersey:
New
Relations in the Nation's Capital , Princeton,
sity of Princeton Press, 1967, pp. 184-210, passim

^Constance McLaughlin Green, The Secret City:
.

9

Employment Practices Commission was passed.

Then, following the liberal

tradition set by President Roosevelt, President Truman issued an

executive order abolishing segregation in the armed forces.
In the

field of education, the United States Supreme Court, urged

on by the persistent flow of cases from the NAACP, began rendering deci-

sions outlawing inequality in higher education.

The court ruled in the

Sweatt case (1949) that even though the state of Texas had

a

separate

law school for blacks, education there was inferior because the black

school

"lacked those qualities which are incapable of objective measure-

ment, but which make for greatness in

a

law school."

became the first black since Reconstruction to enter
versity.

In 1954,

backed by

a

Herman Sweatt
a

white state uni-

Thurgood Marshall, chief counsel for the NAACP,

staff of competent lawyers, argued the case for equal educa-

tional opportunities for blacks who were in the public schools before
the Court.

Although Marshall (now justice Marshall) presented the

argument, the legal preparation for the case that led to the decision
had begun some years before at Howard University.

Here, Charles Houston,

Harvard trained dean of the Howard University Law School, organized and
taught the first course in Civil Rights law in the United States.
Marshall was one of a number of his bright students.

Howard that

a

It was also at

team of scholars which included Kenneth Clark, noted

writer and psychologist, and James Nabrit (former president of Howard
University) joined forces with

a

group of citizens and organizations

which eventually dealt segregation its death blow in the nation's capital.

In the

forefront were the American Veterans Committee, The Ameri-

American
can Federation of Teachers, The Washington Urban League, The

10

Friends Service Committee, the Jewish Council,
and

solidated Parents, Inc.

v.

local

group, Con-

This team was interested in attacking all

facets of racial discrimination and injustices.

BoTling

a

The school case

Sharpe was argued and considered with the other four
suits

that had been brought before the Supreme Court in Prince
Edward County,

Virginia; Kansas; Delaware; and South Carolina.

The resulting decision

(in Brown v. Board of Education) outlawed segregation in all
public

schools.

11

A second decision, which required the integration of public

schools with all deliberate speed, and designated state and local
school districts as the agents responsible for accomplishing this goal,

followed in 1955.
In

spite of the gains that had been made, blacks realized that

changes would be slow and difficult.

Continued resistance by whites led

to protest movements that extended to every facet of life.

now been cast.

The die had

The war (World War II) was over, and as had been the

case after World War

I,

the first to be fired.

blacks who had been the last to be hired were
However, as a result of "progress" made during

the war, the expectations of blacks had been raised and, then, further

bolstered by the Supreme Court decisions.
and more vigorous.

Protests became more numerous

Liberal whites maintained that it was now time that

the country bring its practices in line with its premises, and they as-

sisted in the push for equal opportunity.
During the next several years the focal point for equality would
be the struggle for equal

education.

The History of Brown v. Board
of Education and Black America's Struggle for Equality , New York:
Vintage Books, 1977, passim.
1

Richard Kluger, Simple Justice:

11

Immediately following the Supreme Court's
decision, only

a

the border cities made any effort to desegregate their schools.

few of

Wash-

ington, D.C.; Baltimore, Maryland; St. Louis, Missouri; and some schools
in Louisville,

Kentucky opened relatively quietly in 1954 on

integrated basis.

a

limited

On the other hand, two thousand school districts, in-

cluding all of those in the deep South and in Virginia, remained segregated.

Instead of the segregated districts planning how they would in-

tegrate schools, they devoted their greater efforts to insidious means
of keeping the schools segregated.

12

Resistance to desegregation mounts within the system

.

School systems

continued to stall and use decoys as blacks increased their migration
to large urban areas in the South and North.

Blacks believed that bet-

ter job opportunities, better housing, a better education for their

children, and an improved lifestyle, in general, awaited them in the new
regions.

They were aware of the opportunities that had been available

for other Americans (including the recent immigrants) to move up the
But, a different dilemma faced the blacks.

economic and social ladders.

As was strongly suggested by one writer, the principal problem now was

that the issue was centered around race.

13

Immigrants from Europe had been assimilated into most aspects of

American life, the dissimilarity being, all of them were white.
Ravitch, in seeking to draw

^

2

3

Ibid.

,

pp.

a

parallel between the assimilation of

457-458.

Henry M. Levin, ed.. Community Control of Schools
Simon and Schuster, 1970, pp. 13-15.
^

Diane

,

New York:

12

immigrants from Europe and the integration of blacks, admits that the
principal impediment to the integration of blacks is racism

,

but, she

averred, that "had it been decided at some earlier point in history
that poor Italians or Irish or Poles should be transferred out of their

slum schools and distributed evenly among other, better schools in order
to expose them to middle class children, there would very likely have

been a two-sided protest:

first, from middle class parents who per-

ceived the children of lower class foreigners as ill-mannered, dirty,
and educationally backward; and second, from the parents of the children

being dispersed who would have resented the imputation of their group
inferiority."

14

This statement by Ravitch indicates that she does not

real 1y appreciate the dire predicament of the black migrant--a racial

group that had been uprooted from their home in Africa and brought to

They had existed as slave property

this country against their will.

(sanctioned by the federal government) for almost two and one-half centuries.

Then, after becoming "free," they have been legally and ille-

gally excluded for an additional century from enjoying ordinary rights

other citizens take for granted.

Being black meant total discrimination

and practically exclusion from all facets of American life--economic, po-

litical, and social--again sanctioned by the federal government.

Schools continued to function for the white middle class client

although the racial group was fast disappearing from urban schools and

becoming the minority.

Problems for blacks were becoming exacerbated be-

black
cause school systems, even those that recognized the plight of

^Ravitch, op.

ci t.

,

pp.

244-247.

5

13

schools as victims and pushed for new programs,
ended up in

a

subtly

patronizing position and sought to absolve themselves
of their ineffectiveness with blacks by "blaming the victim," and by
announcing that

blacks were "depraved and deprived," "culturally disadvantaged,"
or,
poor, ghettoized, and hopeless."

These labels gave rise to myths as

to why blacks could not achieve the same as whites--class
size (classes

too large), classroom organization (groups too heterogeneous), incorrect

subject matter (too difficult and unsuitable for blacks).
also the myths that black children were lazy and stupid.

There were
In

order to

protect the originators of these myths, as well as the existent system,
ideas of alleged inferiority of blacks were allowed to permeate all

levels of the school system.

Further, the schools' stance was pro-

tected through standardized testing, tracking of students, by disillu-

sioned counselors, and by patterning

superiority of the white child.

a

curriculum that supported the

1

Blacks and the supporters of integration were most unhappy with
the slow and slovenly efforts on the part of school districts.

Demands

for integration of the schools were pursued through the courts, and soon

decisions emanating from the courts forced school boards to begin to
take some action.

Reluctant to move on their own, however, boards

shifted the burden of making decisions relative to integration to the
laps of school admini strators

.

Superintendents and their staffs, find-

ing themselves in a "no win" position, also resorted to dilatory tactics.

They made such delusory statements as:
15

"schools must be color-blind,"

Vernon F. Hanbrich, "Teachers for Big City Schools," in Passow's
Teachers College Press, 1970,
Urban Education in the 1970s , New York:
pp. 159-162.

8

7

14

"no attention must be given to one's race," and, criticisms of schools

coming from "lay citizens" who were "unqualified" to make decisions

about the education of children. 18

The administrators realized that even

if they had been totally committed to making integration work as the

prime value of schools, many of the subordinate personnel were too

traditionalistic, too prejudiced or too recalcitrant to make the needed
adjustments without great resistance.

17

School

personnel were, for the

most part, middle class, and the sheer problems of school size, scale
and change, along with middle class values, tended to move the system to-

wards an emphasis on a traditional philosophy of education that stressed
the three Rs, the standard neighborhood school, and sound programs.

When racial or other social changes were demanded of the schools, leaders were unwilling or unable to articulate an ideology that dealt with

integration, broadening goals of welfare, and achievement for all
students.

1

The apathy, and sometimes deceitfulness, of school officials began
to be felt more keenly in urban communities as blacks and other minority

students became disillusioned at the dim prospects that the desegregation
of schools would serve to support and benefit their aspirations and
ideals.

Blacks and minorities dropped out (or were pushed out) of

school when they did not measure up to expectations, and when theorists

blacks and
began to rationalize and vocalize the student failure among

minorities was due to their genetic inferiority.

Those who were

18

and
Robert L. Crain and David Street, "School Desegregation
New York:
Decision-Making," in Gittell's Educating an Urban Population
Praeger, 1967, pp. 137-141.
,

1

18
Ibid.

Ibid.

,

p.

143.
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eliminated from school, either as

a

result of their own actions or

otherwise, found themselves in an economic market which they were unable
to cope with--one that either could not or would not absorb

because they lacked the necessary skills.

them—

This rejection resulted in

a

vicious circle of dehumanization that caused these young victims to engage in "survival" tactics.

Public assistance or unemployment, at

worst, or menial and debilitating employment, at best, became their lot.
Some turned to drugs and crime in an effort to live with and sustain

themselves at the lowest level.

To help ameliorate these conditions,

a

stay-in-school campaign was launched with the aim of reclaiming some
students and sustaining others who had refused to give up.

The high

school diploma began to be called the "key to the future" by respected

agencies like the U.S. Department of Labor and Manpower, as well as by

publications such as:

Reader's Digest

,

Ebony and School Life

.

Individ-

uals like the president of Harvard University, and groups like the National Urban League also supported the idea.

All

stressed the impor-

tance of staying in school without questioning why many had left school
or why black high school

did the white dropouts.

graduates had higher unemployment rates than

20

Breaking down the resistance

.

By the 1960s civil rights organizations,

realizing that schools did not operate in

a

vacuum, and that schools

were microcosms of their communities, broadened their attack to include
the whole system.

s

Newman et al , Protest, Politics, and Prosperity , New
Pantheon Books, 1978, pp. 77-78.

2C

York:

Through such efforts as Dr. Martin Luther King, Jr.

Wothy

K.

.
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non-violent program and the later "black power" movement, new voting
strength was attained, so that by bloc voting, blacks were able to exert some control over city councils and elected school boards.
in many cities school

boards had been removed from political ties, they

were forced, in many instances, to respond almost immediately.
responses varied.

Since

The

Some conciliatory moves were made as state and fed-

eral agencies and the courts entered the picture to keep the situations

from getting out of hand.

In

cities where school boards enjoyed com-

plete autonomy, resistance was continued, although here too, it was

weakened to the point that some concessions had to be made.

2i

The school boards' protection of the professionals continued even
as a few token black faces began to appear on large city boards in

northern and border stated.

New York City led the way in 1961 when its

Board of Education was empowered to appoint local board members for

twenty-five of its school districts.

The activation of these local

boards was an admittance that an over-centralized system could not re-

spond to local needs.

The same pattern, with varying degrees, was fol-

lowed in Los Angeles, Boston, Detroit, Chicago, Seattle, and Washington,
D.C.

These new boards (or advisory councils) were given little or no

authority, but rather, acted as

a

community buffer, holding hearings and

discussing local issues without authority to really resolve local problems.

22

21

Ibid.

^Fantini and Gittell,

op.

cit.

,

p.

221.
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Teach ers request a voice in decision-making

.

About the same time that

parents began to raise questions, teachers and principals in
urban areas
began to become aware that they were now powerless in their dealings

with the downtown central office.

It was especially disheartening to

teachers when they knew that they bore the front-line responsibility—
as viewed by

parents— for children's success or failure

in school.

Criticism emanating from parents and others was directed at teachers and
principals as being ineffectual and lackadasical in their attitudes

toward parents and their children.

Teachers, also, wanted to change

the image that was being portrayed by current critics like Eleanor

Leacock, who after extensive research in New York City schools, de-

scribed teachers as having attitudes toward poor and black children
that were so negative that they precluded successful relationships that

resulted in good teaching.
ence,

Jonathan Kozol

,

although lacking in experi-

called attention to the horrible conditions that existed in the

Boston schools that were attended mostly by blacks.

Raymond Callahan

abhorred the kind of mindless adherence to routine and discipline exhibited by teachers and administrators in most city schools.
Callahan:

"I had expected more professional

autonomy, and

I

Said
was com-

pletely unprepared for the degree of capitulation by administrators to

whatever demands were made upon them."
In

23

order to respond to some of the criticisms directed at them,

teachers and principals began to press their demands for

a

share in the

23

Eleanor B. Leacock, Teaching and Learning in City Schools , New
Basic Books, 1969, passim ; Jonathan Kozol, Death at an Early Age
York:
Education
New York: Bantam Books, 1968, passim ; Raymond E. Callahan,
Press,
Chicago
of
University
and the Cult of Efficiency Chicago:
1962, Preface.
,

,
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decision-making powers of the school system.

Through their bargaining

agents, they sought the right to participate in determining what chil-

dren should be taught as well as how they should be taught.

Nor were

they any longer satisfied to have discussed and negotiated salary and

leave policies, they demanded to be involved in curriculum and instructional

policy.

Especially did the American Federation of Teachers,

a

branch of AFL-CIO, insist that teachers be consulted before any policy

decisions affecting their teaching or welfare.

For Unions,

"where lead-

ership is solidly committed to increasing group power, the intention is
to convert that power into a full

making."^

partnership in educational policy-

4

During the late 1960s, the local Washington Teachers Union assumed

a

similar stance.

They asked to be consulted prior to adminis-

trative or school board decisions in regard to teacher welfare, salary or
curriculum.

The Washington Board of Education was stunned when the

Washington Teachers Union was selected to be the bargaining agent for
teachers over the supposedly more popular and "more professional"

District of Columbia Education Assocation, an affiliate of the powerful
National Education Association.

Prior to the confrontation at Ocean Hil 1 -Brownsvill e, community

parent groups generally supported teachers in their war against management.

But when the union wanted to exclude from classes pupils who were

termed by them to be "disruptive" and when parent groups tried to
^4

Alan Rosenthal, "Pedagogues and Power," in Gittell's Educating
Sage Publications, 1967, pp.
an Urban Population, Beverly Hills:
185-204.
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dismiss or have transferred "ineffectual" school staff, the lines
were
drawn.

Antagonism between teacher unions and parents increased. 2 ^

Decentralization:
in the

an effort to change

.

Another effort to effect change

manner in which schools function was attempted in some cities

through more widespread administrative decentralization.

Some decisions

that were administrative in nature were moved downward from the central

office in order to bring processes closer to individuals who would be

affected by the decisions.
was a model

The process of

a

"development" bureaucracy

for redefining the administrative and organizational struc-

ture of urban schools.

It was hoped that the process would overcome

some of the binding day-to-day problems of the system, and that by allo-

cating authority in accordance with functional necessity, schools could

achieve order and system without becoming rigid, hierarchical or isolated from their clientele.

If followed to

its optimal

possibility, de-

centralization might have been an effective means of coordinating the
activities of the school system with the desires and needs of the students and the community.

But this was not done.

What did happen was

that the larger districts were divided into smaller sub-districts, each

administered by

a

subordinate officer.

Rarely, though, did real

decision-making power go beyond the level of the school superintendent.
Power delegated was kept to

a

minimum.

Sub-district administrators were

allowed to make only relatively unimportant housekeeping decisions.

26

25

Charles W. Cheng, "Community Representation in Teacher Collec153-174.
tive Bargaining," Harvard Educational Review , 46 (2, 1976), pp.
26

America:
Raymond C. Hummel and John M. Nagle, Urban Education in
260.
Problems and Prospects , New York: Oxford Press, 1973, p.
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Federal government att empts toward an educational
policy
the administration of President Lyndon

B.

.

It was during

Johnson that the federal

government joined the effort to effect real change in eudcation for
the
poor and blacks.

The anti-poverty program, of which compensatory educa-

tion became a major part, was introduced as

a

component that would raise

the level of achievement of disadvantaged students.

The two largest,

and perhaps most effective, of the educational programs were Head Start,

which began during the summer of 1965, and the Title
introduced in 1966.

Program which was

I

Both were designed to focus upon remediation and to

help the learners to fit into the existing school mold.

Additions to the

processes and procedures already being used in the schools were expected
to provide for the learners' needs.

27

The term "Head Start" was coined because it was supposed that if

disadvantaged children were going to profit from what schools offered,
they needed

a

"Head Start" to catch up with the middle class children.

Moreover, many upper and middle class families sent pre-schoolers to

nursery school and this was an attempt to expand like services to the
poor.

The program, administered by the Office of Economic Opportunity

(an anti poverty agency) was designed by experts in pediatrics, public

health, nursing, education, child psychiatry, child development, and

child psychology.
these professions.

Guidelines for the program reflected the interests of
In

addition, the guidelines provided that 90 percent

of the enrollment had to come from families that met the standards for
the disadvantaged.

Parents had to be involved in the program at the

Fantini, The Reform of Urban Schools
National Education Association, 1970, p. 10.

^Mario

D.

,

Washington, D.C.:

21

policy-making level, services were required of

a

physician and nurse, a

career development program had to be provided to upgrade adult personnel
who were involved in the program, and transportation had to be provided
for those children who lived beyond an established walking distance. 28

The Head Start Program continued for three years amidst mixed

feelings before it was thoroughly evaluated.

The most influential

evaluation was conducted in 1969 by Ohio University and the Westinghouse
Learning Corporation.

It was

concluded by them that the program had been

only "marginally effective," but that many well-planned full-year programs had improved significantly the academic aptitude of the participants.

Many Head Start children, on measurements for reading readi-

ness, approached the national norm by the time that they reached first
grade.

But, according to the evaluation, by the end of grade two, the

Head Start children who had gained during the pre-school years achieved
little differently on the standardized tests than similar children without pre-school experience.

A later evaluation of the program by Educa-

tional Testing Service (1971) reported the same gains and fade-outs.

The followup studies of

Later studies, however, refute these notions.
820 children were summarized and evaluated by

University.

29

a

research team at Cornell

The studies show that the former Head Start students

generally are held back less frequently, are placed in special education
classes less, score better than
28
York:

a

control group on math achievement

James S. Payne, Head Start: A Tragicomedy, with Epilogue
Behavioral Publications, 1973, pp. 52-54.

,

New

AchieveStickney, "Comparative Education and Pupil
1976,
Amherst,
at
Massachusetts
ment," Ed. D. Dissertation, University of
pp. 136-138.

^Benjamin

D.

^
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tests, have a higher self-image, and do better on I.Q.
tests for at

least three years after pre-school.

In

some cases, according to a re-

search analyst at the Department of Health, Education and Welfare,
it is
five to six years after the pre-school programs.

The Title

I

Program differed from the Head Start Program in that

it was a within school

program.

by the Office of Education.

From the beginning, it was monitored

The overall goal of Title

I

encompassed

overcoming educational deprivation based on race and poverty.

Efforts

were made to decrease impediments to education by providing services to
schools and to the children in the school who met poverty guidelines.

Included were: medical and dental services, staff development and training for teachers, lunch and breakfast, diagnostic and testing services

for children, and classroom construction that was related to the Title

Program.

I

Aid was given to the state based on applications submitted by

its educational agencies.

31

Title I's target population were the poor

of preschool, elementary and junior high schools.

The program empha-

sized the basic skills in reading, arithmetic, and language.

aides were provided.

Classroom

They were usually parents who served as tutors,

assisted teachers as reinforcers of instruction, and

classroom clerical duties.

assisted with

Teachers with special talents for working

with disadvantaged children were recruited, and when necessary they were

provided with special training.

32

^News Article, The Washington Post

,

November 30, 1979,

p.

23.

McDill, Strategies for Success in Compensatory Education:
Press,
An Appraisal of Evaluation Research , Baltimore, Johns Hopkins
1973, pp. 52-54.

^ Edward
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An evaluation of the program at the end of the second year re-

vealed the following:

the reading scores of Title

(1)

I

children im-

proved at an average rate approximating the normal range of one month's

advance for one month of instruction (this is

a

higher rate than is

usual for lower income urban schools); (2) arithmetic gains, although

not as large as reading, showed significant improvement; (3) the dropout rate in the target area schools decreased five percentage points
in

two years (a trend not observed in non- target schools).
In

spite of the fact that these gains had been registered, fur-

ther evaluation of Title

I

programs advanced the conclusions that the

schools in the program seldom modified their conventional teaching

practices sufficiently to result in significant and enduring gains
in reading and arithmetic.

34

Later evaluations followed the same trends since it was difficult
to discern whether the findings were based solely on reaching achieve-

ment and other cognitive gains or whether Title

I

was important be-

cause it was providing educational services which would result in their
overall improvement.

The question was also raised as to whether Title

I

services were being used to supplant rather than supplement the regular
programs of schools receiving Title

I

aid.

35

Other federal programs impact in g on education

Economic Act of 1964 rededicated the nation to
33

35

34

Ibid.

,

pp. 27-29.

Hill, "Title
12(0ctober 1976)31-33.
Paul

J.
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President Johnson's

.

a

vigorous attack on the

ib1ch

Under the Microscope," American Education

24

causes of poverty which he stated "grips one-fifth of our nation, in-

cluding fifteen million children."

The aim of the program was to as-

sist the poor to achieve a better life.

The funds appropriated covered

three hundred rural and community actions programs, Job Corps, Neighborhood Youth Corps, VISTA, and the Peace Corps.

There were also programs

for health and healthy facilities (including mental

health), and

a

broad-

ening of the Manpower and Development Act, and increased funds for edu-

cation.

36

Although, through these ambitious programs, gains were made

in bringing the poor up to a more reasonable standard of living,

several

problems occurred to impede the desired progress.
The Model Cities programs which were being counted upon to play

a

major role in extricating the poor from the throes of despair, were
guided by persons who were unfamiliar with power and status.

They

lacked organizational skills and had to contend with apathy, disunity,
and cynicism such as were to be found in communities which had been

This weakened the ability of those in

long associated with repression.

charge to compete effectively with reinforced power from the system and
it rendered the community vulnerable to those who would exploit it.

37

Moreover, the community action program challenged the established political

policies that discriminated against the poor.

38

36

Lyndon B. Johnson, The Public Papers of the Presidents of the
United States Washington, D.C.: GPO, 1966, pp. 93-95.
,

^Kenneth Clark, "Introduction"
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An additional obstacle to the success of the Anti-Poverty Program

was the Viet Nam War.

The widespread disaffection with the war hurt the

Johnson administration and caused domestic programs to suffer.

Even so,

war spending, combined with the need for military personnel, caused
tight job markets which did more to equalize job opportunities for the
poor and blacks than did the anti -poverty programs.

Nevertheless, as

a

result of the problems encountered, the total program proposed by President Johnson never had

a real

chance.

It dwindled until

all

that re-

mained were the education and health portions of the program, and those
jobs that trained for war-related occupations.

Christopher Jencks at-

tributed the failure of the Anti poverty Program efforts to "defining

poverty in relative rather than in absolute terms."

He argued that

the poor could not be eliminated merely by helping children to rise

above poverty, nor would acquiring basic skills and reforming education

provide the solution.

Said he, "There is no evidence that school

.

.

.

can substantially reduce the extent of cognitive inequality nor cause

economic equality among its graduates."

39

Generally, those who have evaluated and discussed the Anti-

poverty Program found that while it had not been

a

failure, the program

was not "cost effective," for the goals of equalizing educational oppor-

tunity to improve achievement and of eliminating poverty.

The poor were

largely still poor; and, so far, they saw little reason to hope that
their lot would become better.

^Christopher Jencks et al., Inequality
Row,

1969, p. 7.

,

New York:

Harper and
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There were many reasons for lack of changes and improvements in
the areas sought by all who tried for reform.

condemn or support the efforts that were made.

These reasons neither
But, with the problems

still present, it was apparent that the methods used to attack the problems deserved careful

scrutiny.

Compensatory education and the other

Anti poverty programs were steps in the right direction.

They were

a

series of efforts that were not totally successful in solving the problems that were attempted, but they converged on them and indicated the

need to reform the total systems in urban areas.

CHAPTER

II

COMMUNITY CONTROL FOR QUALITY EDUCATION

The Dissatisfaction of the Black Community

When the Supreme Court's desegregation decisions of 1954 and 1955

did not show any probability of quickly solving the problem of black

children in inner city schools, when the feeble efforts of the local
districts to solve these same problems were not only ineffectual but impertinent, and after the federal compensatory education programs of the
early and late sixties left black children with the same deficiencies
and frustrations, black parents began to demand more decision-making
powers in

al

1

of the political arenas, including education.

At a meeting of a Harlem parents committee in 1966,

Isaiah Robin-

son, a black minister, who was later appointed the Manhattan representa-

tive to an interim board of education, made in jest the following statement:

"Since white children will

not be sent to Harlem (to desegregate

New York City schools), and black children were not being invited down-

town in any meaningful

numbers, maybe the blacks had better accept
This was not the beginning of

segregation and run their own schools."^

parents requesting a more meaningful role and decision-making powers in
the public schools, but it did turn out to be prophetic of what was to
be expected in the future.

^Maurice Berube and Marilyn Gittell
Praeger, 1969, p.
Brownsville, New York:

27

,

Confrontation at Ocean
6.

Hi

1 1

-

28

The Adams-Morgan community move toward control

There were no evidences

.

that parent involvement and decentralization would raise the academic

achievement of black children and make them more respected, but there
were encouraging signs.

In

1967, the Adams-Morgan community of Washing-

ton, D.C. began to move in the direction of control of its schools.

The

idea was developed by a community composed of middle class whites and

poor blacks who had previously obtained a grant under the Housing Act of
1954 to improve their community through
ject.

a

two-year demonstration pro-

Successor organizations sought to go beyond the neighborhood's

physical

problems and developed other areas that were social in nature.

The Adams-Morgan Corrmunity School was

a

response to educational short-

comings and the desire of parents to work with educators to explore the

possibilities of such innovative approaches as team teaching, differentiated staffing, and individualized instruction.
The experiment got off to

a

rocky start.

of Columbia Board of Education approved

a

In

May 1967 the District

memorandum prepared by the

Superintendent of Schools which provided that Antioch College, with the
"advice of

a

parents' advisory board" would be able to select staff,

determine curriculum, and allocate resources within normal budget allotA final

ments.
ing.

3

agreement was to have been worked out at

a

later meet-

The resulting document which allegedly would have spelled out the

parity relationships among the parties to the agreement— Antioch College,
was
District of Columbia public schools, and Adams-Morgan community—

2

3
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never ratified.

This left unclear the question of who was in charge dur-

ing the initial

phases.

Fortunately, the project was able to begin its

operation during the summer months under the aegis of the college because
the principal during the preceding year had expressed the desire to
leave, and she was transferred to another school at the close of the

year.

The neighborhood immediately to the west of the Adams and Morgan
schools consisted of upper and middle class whites,

were alumni of Antioch College.

a

number of whom

They formed the leadership core for

the first council of parents and were most responsible for the successful

push towards community control for the two schools.

Few of their

own children would attend either school, but the white members of the
council were sure that with the help of Antioch College, they could do

a

better job of educating children of their adjacent neighborhood than
could the school system.

Few of the blacks in the community had any

leadership role in the actual planning and training phase of the project.

The bulk of the work was done by the middle class whites, one or

two board members and the Superintendent of the District of Columbia

public schools.

As a matter of fact, the Superintendent did not even

involve his staff.

sulted in

a

This would later prove to be

planned and begun without their involvement.

actually showed
away from it.

Ibid.

handicap, for it re-

community divided in its aspirations and goals, and

staff which felt no stake or responsibility for

4

a

,

a

school

program that had been

The Superintendent's staff

great amount of resentment to the experiment and shied

4
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The college, nevertheless, moved to institute its ideas of what
communi ty- control 1 ed school should be like.

a

But, their ideas seemed to

serve the needs of the college more than the needs of the children of

the community.

A differentiated teaching staff was imnediately proposed.

This meant the conversion of eleven full-time teaching and three spe-

cialist positions from the regular staff to support eleven Antioch and

fourteen community interns.

It also provided that each school

Antioch undergraduates were to be provided work assignments.

quarter
As these

personnel were organized on paper, it seemed that the arrangement might

please those who were involved.

But, as it turned out this was not the

case because of many unanticipated problems.

First, the newly appointed

staff were found to be inexperienced at working with elementary school
children.

The older staff members who were retained were stubborn and

resentful of their new roles, especially since there had not been suffi-

cient time to effectively orientate and train them.
staff also refused to accept the paraprofessional

themselves as "teachers."
their children would have

s

The professional

who suddenly regarded

Moreover, parents wanted to be assured that
a real

teacher at all times.

Another problem

that was encountered was the lack of total commitment and involvement of
parents and community residents.
a

This was exacerbated by the absence of

principal for the schools who would perform the day-to-day operations

and deal with routine questions concerning the school system.

With an inexperienced and/or indifferent staff, along with

largely uncommitted local school council
5
1

bid

a

(especially the poor members)
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trying to operate without a principal, the newly appointed project

director from Antioch College was faced with an all but impossible task.
He conducted a three week summer institute.

Realizing that this was in-

adequate for the task ahead, he attempted to influence the participants
to postpone the opening of the school year until a later date, but nei-

ther the school council nor the participants would agree.

They coun-

tered that any delay would cause people to lose interest and would doom
the program to failure.

Shortly after school was opened in September

1967, an election was held for membership on the Morgan Community School

Dissatisfied with the Antioch project director, and disapproving

Board.

what they considered Antioch's desire to turn the Adams-Morgan experi-

ment into

a

training ground for its students and staff, the new local

board fired the director.

Contrary to the implications of "The Short Happy Life of the

Adams-Morgan Community School Project,"
Review

the Harvard Educational
ning of a successful

local

,

an article that appeared in

this was not the ending, but the begin-

school

project in community control.

Antioch's ties diminished, community cohesiveness grew.

While

At the Septem-

ber 1968 meeting of the District of Columbia Board of Education that was

packed with interested parents, the new superintendent of schools de-

livered an eloquent message supporting decentralization.

At this meet-

Community
ing the school board approved the Morgan and the Anacostia
Projects.

School

EducaThe Washington Teachers' Union and the District

community control
tion Association also backed decentralization and

in

their communities.
those areas where it was desired by the schools and
£
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Soon after this meeting, Morgan's local board hired its first

principal.

A former social worker, he had served as a school -community

liaison worker in an integrated northern suburb.

His strongest asset,

however, was his ability to win the respect of parents, community resi-

dents, and students.

He welcomed the Teachers Union (which had recently

become the bargaining agent for all

District of Columbia teachers), and

he sought the help of community agencies and persons who were willing to

come to the school to make
alive!

a

contribution.

The Morgan experiment came

Help was provided by many sources, and the drab physical sur-

roundings in which the children were attempting to learn were forgotten

amidst the newly acquired enthusiasm.

The local school board viewed it-

self as the governing body for the Morgan School.

"It cannot be merely

an advisory or consultative body to an administration which is basically

responsible to

a

larger system over which the community has no control,"

were the new board's utterances.

"The school

should take its character

from the nature of the people living in the community and from the children utilizing the school, rather than rigidly defining itself as an in-

stitution accepting only those people who already fit into

tion."^

These were words that the community believed

in

mined to live by with the support of their elected board.
permeated the Morgan community.
cated while addressing

a

door at 8:00 a.m.

set defini-

and were deter-

The philosophy

The principal, Kenneth Haskins, indi-

workshop comprised of parents and teachers from

the Anacostia Project, that "when
school

a

(school

a

group of children appeared at the

opened officially at 8:45), the parents

"Annual Report to the Community:
^The Morgan Community School
9.
School Term, 1967-68" (processed), Washington, 1968, p.
,

e
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in my community were saying to me

that begins at 8:00 a.m.' so

I

'we need a

program for our children

started one."

Further evidence of close

community ties was the establishment of such neighborhood institutions
as a pre-school
a dental

center,

a

neighborhood house,

clinic, an alley library, and

a

walk-in science center,

a

store-front art center.

The

parents' complete support for the school was demonstrated when the Dis-

trict of Columbia Board of Education asked for "proof" that the school

was "succeeding," in order to decide whether the experiment should continue.

First, the community insisted that any report to the District

of Columbia Board of Education would have to be made at the Morgan
building.

The District of Columbia Board was invited to hold their next

meeting there.

This was agreed to.

When the meeting was held, the

opening speaker from the Morgan Community Board arose and made the following statement:

"I

want to make it clear at the outset that whether

or not the Morgan Community School Board continues its present relationship with the Morgan School

is

not negotiabl

ment louder and more emphatically.

.

"

He repeated this state-

The tone of the meeting was set, and

the balance of the time was spent listening to parents and supporters
praise the effectiveness of the Morgan Community School.
The school continued to get help from

a

variety of resources,

ranging from the Urban Service Corps, which provided volunteers, to

a

Friends group and other private organizations which provided summer

camping and field programs.

g

The Morgan School was housed in an eighty year old building, but
District of
it organized the first "open education" program in the

8
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Columbia public schools.

It

was also responsible for the first "commun-

ity facilities" school which included community services agencies that

provided

one-stop service for the people of the community.

a

The Morgan

Community School Board obtained the services of its own architect and

presented

a

plan for a building based upon specific community needs and

programs to the school

head of Buildings and Grounds and to the District

of Columbia architect.

The plan defied the traditional building concept

and was rejected because it was said to be "too sophisticated" for an

elementary school.

The community board persisted, allowing that they

were not interested in an "elementary" school, but in

a

"community

facilities" school that would provide for the needs of all who wanted to
make use of the building.
pool, a full

The plan called for tennis courts,

a

swimming

size gymnasium, and for underground parking for its staff.

Except for some new senior high schools, no such facilities had been re-

quested or built in the District of Columbia.

The idea was finally ac-

cepted by the Board of Education; however, the first school of this type
was built not in the Morgan area but in Anacostia.

The plan for the

school won an award at the meeting of the American Association of School

Administrators, held in Atlantic City, New Jersey in 1974.

It was

judged to be the most advanced and functional school planned during the
year.

Since that time (after eight years)

a

similar school

has been

built for Morgan.
If there is a single school

local

that has demonstrated the efficacy of

"community control," it has surely been Morgan.

Almost since the

have been upinception of the idea, the desires of the Morgan community

permost in the attempt to provide for their students.

They have
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resisted infringement by the system on their right to decide
what is
best for the children, even at the expense of cognitive gains.

The New York experience

.

New York City furnished another example of an

attempt on the part of local communities to gain decision-making powers
over their schools.

making powers over

The issue in New York was not to gain decisiona

single school, but for several school districts.

The attempt there was the largest of the earlier efforts and became the

most renowned.
The I.S. 201 move towards community control

.

The first move to-

wards community control in New York City was in 1966 at the new I.S.
201.

The original plan was to build

solidarity.

a

school to promote community

The school was situated on the boundary between the black

and the Puerto Rican communities in East Harlem.

The main opposition to

the school came from those who wanted to integrate the schools, and it
was obvious I.S. 201 would not have any white children in its enrollment.
The community faced the mayor and the Superintendent of Schools with the

threat of

a

boycott if the school was not integrated by transferring in

white students by September 1966.

Either this or parents demanded

direct community control with the power to hire and fire teachers and ad-

ministrators, control of the curriculum, and accountability from the
staff.

When the Board and the Superintendent indicated to parents that

the request that they had made would be in violation of state policy and

would not be honored, the parents boycotted the school, and in September
the school failed to open.

During the next several days, parents and

the community demanded that the white principal

be replaced with a black

,

36

principal.

After much strife and confusion, the boycott began to dwin-

dle and by the end of the first month the white principal had been replaced by a black assistant principal.
But,

I.S. 201

controversy did not cease.

It

became the spearhead

for official authorization of other experimental groups--0cean Hi 1 1

Brownsville and the Two Bridges Project.

-

The Ford Foundation awarded

each of them grants which allowed the members of the community to conduct elections and hire consultants to give advice in the areas of cur-

riculum, community organization, and legal matters.

These experimental groups were sanctioned by the New York City
Board of Education and the Superintendent of Schools, but they still

maintained that the Board had no authority to delegate "substantive
They stated further that "the

decision-making powers to any lay body."

basic functional relationships would remain the same" between the local
boards and the central administration.

g

This caused the local community

boards to continue an adversary relationship with the New York City
Board and the Superintendent of Schools.
The Bundy Plan

.

It was amid this

confusion and indecision that

a

report entitled "Reconnection for Learning" (better known as the Bundy
Plan) appeared.

The report dealt with the problems of the New York City

system, and it proposed that the possible solution of problems

school

memlay in decentralizing the system and encouraging parents and other
in
bers of the community to form a partnership with the professionals

making educational decisions.

The report was developed by

conmittee that was created in response to
9

Fantini and Gittell, op. cit
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a

special

request by the New York

4-10.

:
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State Legislature.

The committee found problems existing between the

community and the school board (especially in low income and black
areas) that were so severe, and the breakdown of communication so long-

standing and advanced, that it called for fundamental changes

structure of the schools.^
vacuum.

in the

These recommendations were not made in

a

For several years New York City schools had been decentralized

with local school participation by the community and
sponsive centralized administration.

a

supposedly re-

But the decentralization had ex-

isted merely on paper, and was more apparent than real.

The bureau-

cracy, consisting of the Superintendent of Schools and his subordinates,

the Board of Education, and the United Federation of Teachers, inextric-

ably controlled the schools, and parents and other members of the com-

munity could not possibly find
decision-making process.

a

place or an opportunity to enter the

Moreover, these groups seemed primarily in-

terested in maintaining the status quo and in protecting their own interest

.

The mayor of the city was aware of the unsatisfactory arrange-

ments, and it was in support of him that the State Commissioner of Edu-

cation influenced the Legislature to bypass the New York City Board of
plan for real

decentralization.

The mayor com-

Education and present

a

plied and appointed

distinguished body of citizens headed by McGeorge

a

Bundy of the Ford Foundation to make recommendations for reforming the

The basic recommendations of the group were essentially the

system.

following

10

Ibid.

,
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1.

The New York City schools should be reorganized into a
community
school system consisting of a federation of largely
autonomous
school districts and a central education agency

2.

The districts should have responsibility and authority for the
regular elementary and secondary schools within their boundaries

3.

Educational
agencies

4.

districts should be governed by elected parents and by selected appointed representatives

5.

Funds should be allocated in an equitable manner, and utilized by
the decentralized units

6.

Districts should have broad personnel powers to hire
superintendent on a contract basis

7.

Old teachers should retain tenure, but new teachers should be
given tenure at the discretion of the districts

10.

standards should be maintained through state and city

School

a

community

8.

Communication by local school boards should be at a maximum with
parents, residents, teachers, and supervisory personnel participating

9.

Racial

integration of schools should be

a

priority

Community school board members should be trained to deal with budgets, curriculum and school functions

These recommendations, in summary, were concerned with five main
problems.

They were:

(a) the nature of community voice in educational

policy, (b) the composition and selection of community boards, (c) the

relation between the community board and higher authorities,
of the personnel system, and (e) the integration of schools.
The Bundy Plan was opposed from every angle-personnel

(d)

reform

11

,

principle,

cost, teacher and supervisory organizations, and, by the legislators who

had authorized the plan because it was felt to be too drastic.

On the

other hand, others opposed the plan because it did not go far enough.
11

Fantini

,

Gittell, and Magat, op. cit

.

pp. 109-112.

39

It

was true that the plan did not intend to shift all power from the

educational bureaucracy.

In fact, the plan was

conciliatory in its re-

quest for the orchestration of powers and reconnection with the community.

But, it was also true that the plan threatened the status quo--it

would have diminished the power of those in command, and strengthened
the powers of the poor and minorities.
plan came from the educational

The fiercest opposition to the

supervisors.

These were the staff mem-

bers who were immediately above the rank of teachers and who were

frightened mostly by the frustration and discomfiture of the possibility that they might be moved from their present positions.

These were

joined by the United Federation of Teachers, the Superintendent of
Schools and the Board of Education members.

The Union, in particular,

took advantage of the attacks waged on the plan by those who were con-

sidered the architects of the plan, but were labeled "outsiders" new
to the struggle.

The Union was more opposed to the committee members

than to the plan's substance.

The plan was attacked as one that would

serve to separate and further segregate the city; it would turn the
schools over to vigilantes and racists; it would put the schools in the
hands of ghetto parents who were incapable of coping with educational
issues; the teachers would be weakened; and the plan would really be
1

making the poor responsible for the failure of the schools.

3

These

were the arguments from the opposition.
effort
After much procrastination, and without an equal supportive
that fell conby those who favored the plan, a law was finally adopted

siderably short of that proposed by the mayor's committee.
12

1

Ibid.

.
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In

spite of
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this, there was

a

meaningful progression towards the goal of more parti-

cipation in the schools by parents and other members of the community.
Higher educational institutions in the city showed their concern by

adopting individual schools, and Queens College's Institute for Conmunity Studies continued to provide technical

ported by

a

Ocean

and financial assistance sup-

grant from the Ford Foundation.
Hi 1

1

-Brownsvill e:

seat of controversy

.

Even during the de-

liberations on the Plan, the experimental districts that had been sanctioned by school authorities were moving forward with their plans for

community control and seeking more decision-making powers.
in the Ocean Hill -Brownsvil

1

e school

Especially

district was the push in evidence.

Basically, the primary interest in this district seemed to have been

a

determination to change the structure and philosophy of the schools.
In a

conference sponsored by the Brookings Institution held in 1968 on

the subject of Community Schools, Rhody McCoy, District Superintendent

of Ocean Hill -Brownsvill e, presented an essay in which he described the

establishment of the Ocean

Hi 11

-Brownsvil 1 e district.

He began by as-

sessing the poor physical facilities of the district, the lack of experienced teaching staffs and principals, and the failure of the decentralized units to involve parents of the Ocean Hi 1

any substantive manner.

1

-Brownsvill e district in

Attention was also given to the low socio-

economic level, absence of health facilities, and general lack of concern
for the citizens who lived in the area.

14

14
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Emphasis was placed by McCoy on the necessity for and the extent
to which the independent school

board went to change the existing atti-

tudes and structure of the schools in the Ocean Hill -Brownsville School
District.

Acting on the Superintendent of Schools' statement that the

proposal from the independent school board was"substantial ly accept-

able" even though certain legalities had to be discussed with the Board
of Education, contact was made with the Ford Foundation (through Mario
Fantini) and an agreement with the New York City School Board was established.

The accord recognized the district as an experimental unit,

and it was decided that the administrator of the district was to have
the same rights as other district superintendents.

The unit adminis-

trator was required to have state certification; otherwise, when candidates were interviewed the questioning sought to determine the relationship that the candidate expected would exist between himself and the

community school boards.

It was

clear by the comnunity board's inter-

view questions that changes in the school were to be made, but only with

sanctioning by the local school board.

1

In selecting the other staff members of the district, the unit ad-

ministrator had great leeway.

Because of the urgent need to make

changes, there was concern that persons selected be willing to "buck"
the system when necessary without feeling insecure.

of positions were altered.

Titles and number

This was accomplished through money alloca-

tion rather than by the allocation of positions.

The selection of prin-

recommendations bycipals provoked the first hostilities because the
from which officers
passed the regular civil service list and procedures
15

Ibid., pp. 173-175.
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had usually been selected.

And, although some effort was made to use

the lists when needs of the school and community could be met, the City

Board of Education

— influenced

by the Council of Supervisory Associa-

tions--blocked several critical appointments.
Procedures had to be developed to facilitate the governing board's
functions.

After some effort, this was accomplished.

The governing

board was then able to effectively screen personnel, consider policy de-

cisions in regard to curriculum and organization, and make policy with
regard to the allocation of funds.

Regular monthly meetings were also

scheduled to be opened to the community-at-large.

At the meeting, fact

sheets were distributed and opinions were elicited from the community.

When practicable, the suggestions were translated into policy and plans

were implemented.^
The most serious problem at Ocean Hill -Brownsvill e was with the

teaching staff.

McCoy classified teachers into two groups.

The first

group were the young militants (mostly black) who identified with the
community.

The second group, predominantly white, adhered to the re-

quirements of the Board of Education but lived by the United Federation
of Teachers' contract.
teach subject matter.

They felt that their only responsibility was to

They did not attend meetings, did not recognize

the governing board, and avoided them whenever they visited the schools.

Teacher attitudes were certain to result

in a

conflict that would have

Moreover, the governing board in some of the schools

to be resolved.

experiment
accused some teachers of deliberately attempting to cause the
to fail

1

and by
by being excessively absent and late, by not teaching,

Ibid.

,

p.

183.
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other negative and irresponsible acts.

In

the meantime, word was re-

ceived from the newly appointed principals (those appointed by the
com-

munity boards) that the assistant principals placed in the schools by
the central

administration were inexperienced and were neither obeying

orders nor supporting the program.^

7

During the spring of 1968, the Ocean Hill -Brownsville Comnunity

Board, realizing that the attempt to transfer

a

group of unwanted

teachers from the district to the central office would be disapproved,

ordered that the transfers be made anyway.

The United Federation of

Teachers opposed the transfers and termed them "dismissals."

When the

community board refused to relent and take the teachers back, the
teachers in the three demonstration units who were union members walked

off the job.

The Superintendent of New York City closed the three

schools, and the governing board closed the other schools in the districts.

The issue remained unresolved during the summer recess.

following fall, the union called

a

The

strike in all of the city schools on

the grounds that its members had been denied the right of due process.

The non-union members, especially in the experimental districts, made

valiant effort to keep the schools open.

It

was conceded, though, that

the decision of the governing board to being formal changes before

hearing examiner on the question of due process was
The ruling was in the union's favor.

a

a

a

fatal mistake.

Really, what the experimental dis

tricts failed to realize was that they were on trial and that their

judge and jury would be guided by white society's rules and regulations

17
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which were against their interests.^
the strike were many.

Confrontations during and after

At one time more than one thousand policemen were

being used to restore order and to prevent "harrassment of the
union" by
"non-union" teachers.

schools under

a

The settlement of the strike included placing the

trusteeship which operated directly out of the office

of the State Commissioner of Education.
four months.

the city.

The trusteeship lasted for

The strike had caused great tension and conflict within

The coalition between civil rights groups, labor and liberals

was ruptured; and since many of the teachers who were affected by the

experimental district's action were Jewish, the cry of antisemitism was
raised.

Then, of course, teachers, too, took sides, and it was diffi-

cult to mend the break after the strike had ended.

Those who supported

the districts, including the mayor, were accused of forming

a

grand de-

sign to substitute "black" racism for white racism and to sacrifice the

employment rights and the personal safety of white teachers.
was the one that appealed to the State Legislature to step in.

The union

They

produced the argument that the demonstration districts were examples of
what would happen in the city if decentralization, as had been proposed
by the committee headed by McGeorge Bundy and by others, was used as the
model.

The members of the Legislature "ran scared."

As

a

result, the

experimental districts not only lost the battle of the strike; they
also failed to win over

a

large enough proportion of the white community

to the cause of community control.

19

Experimental districts abolished

.

Repercussions were taken

against the parents in the form of state legislation which, although
18

Ibid., pp. 161-162.
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allowing decentralization, brushed aside all compromise
bills and wiped
out the demonstration districts by specifying

each of the newly formed districts.

minimum population for

a

The legislature also placed stric-

tures on district board elections and barred parents who worked as
para-

professionals from serving on the local boards.

The effect was that in

less than a year, decentralization changed from a theoretical concept
to

the raw politics of urban reform, combined with the deep current of
racial

unrest.

It

is difficult to assess blame for the failure of the three ex-

perimental

system.

20

units to become viable parts of the New York City school

Ravitch states that, in retrospect, the Board of Education and

the Superintendent of Schools were equally responsible for not informing
the planning groups of the restraints on the experiments.

Ford Founda-

tion was also accused for funding the demonstration "precipitously"

without concern for the adequacy of plans.

21

There were

a

number of

positive attempts to settle the problems that had ensued amicably, but
in

the final analysis the Ocean

Hi

1

1

-Brownsvil

1

e

Board and its district

superintendent were their own worst enemies when they insisted upon
compl ete control

and total victory

.

The quest for power became the

dominant goal of the governing board and the top staff.

Because of the

changed emphasis, it became necessary for the state legislators and all
of the distinguished citizens who supported the concept of greater parti-

cipation and involvement of citizens in the operation of their schools
2Q
22

21
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to abandon the hope that the time for such involvement had arrived.

In-

stead, a watered down version of decentralization which was less effec-

tive (and less troublesome) was substituted.
But, as has been suggested by Ravitch, critics of the public

schools (and of "community control") "should not lose sight of the monumental accomplishments of the public school system of New York City ." 23
The same can be said of other large urban school systems which face

daily the severe problems inherent in urban education, and yet persevere
in spite of their vulnerability to the attacks of the public.

If

America's confidence in the ability of lay people to control public education is to be maintained, then, responding to the demands of citizens
becomes

a

necessity.

The New York experience became an anathema for those who might
have supported the concept of community control.

Unfortunately for the

process, it was considered to be synonymous with "black control" and/or
"control

by the militants."

It

would take considerable time to live down

the unpleasantness associated with the process.

difficult to implement

a

And it would be very

similar experience which would prove

a

valid

test as to its efficacy in helping to respond to the needs of both the

educational establishment and the community.

23

Ibid.

CHAPTER

III

THE ANACOSTIA COMMUNITY SCHOOL PROJECT

Federal Support for Community Control

Phase

I

-Pr oject

monitored by Office of Education

.

President Lyndon

B.

Johnson was presenting to Congress his recommendation for the
District
of Columbia School

System, which included

a

major experimental sub-

system, at the same time that the city of New York was struggling with
the problems of decentralization and community control.

The President

stated in his message that "with additional resources we can become
beacon to the school systems in other cities of the nation."

a

He con-

ti nued:

Washington's 150,000 school children and their parents
must
also be able to exercise their most fundamental rights.
They must
have a voice which can be heard in the operation of their school
system.
.

.

.

To support this program, I have included $10 million in my 1969
budget
to supplement the funds providing regular support
for the D.C. schools.
With these additional resources we can
launch an exciting new venture in education as we seek new levels

...

.

.

.

of quality in the schools of the nation's capital.!

The U.S. Office of Education assembled an ad hoc committee to

respond to the presidential mandate.

The committee was comprised of

representatives from the District of Columbia schools, the mayor's office, Federal City College, Washington Technical
tal

community action agency.

Institute, and the to-

The first duty of the committee was to

suggest criteria for selection of

a

demonstration site.

A later

1

Excerpts from President Johnson's Message to Congress
reference to the Anacostia Project, March 1968.
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,
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committee designated by the Community Council

(a group

representing

seventy-five organizations established to implement the recent report on
District of Columbia public schools made by Dr. Harry

A.

Passow) recom-

mended the Frederick Douglass Junior High and its feeder elementary
schools become the demonstration area.

The District of Columbia School

Board approved the project site and appointed
a

a

temporary director and

chief consultant to assist with the planning of the Project.^
Some of the criteria that were used to select the Anacostia area

fitted other Washington communities as well, but the Anacostia region

qualified because it exhibited
others.

a

more pronounced need than did the

Educationally, inner city decay was reflected in

a

high dropout

rate, severe overcrowding in the schools with unwanted busing to other

sections of the city, low reading achievement scores, shortages of
school
all

supplies, low morale that resulted in high teacher turnover in

of the schools, and graduates without marketable skills.

ally, the area was depressed.

Economic-

Separated from the rest of the District

by the Anacostia River, the locality was like a different city.

dents viewed their community as

a

Resi-

"dumping ground" for persons and

things that had been rejected by the rest of the city.

Seven large pub-

lic housing projects were located within its boundaires, as were Saint

Elizabeth Hospital for the mentally ill, junior village (home for de-

serted children). District of Columbia Village (home for the indigent
Columbia
old), a warehouse for condemned city furniture, the District of

their staffs
waste disposal plant, and schools that could not retain
Brief
Rice, "The Anacostia Community School Project:
re(unpublished
Report,"
Description of History, Programs, and Progress
D.L..
Washington,
port to the District of Columbia Board of Education)
June 1969, p. 2.
2
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beyond their probationary period.

Moreover, rather than dismissing un-

satisfactory teachers from the other sections of the city, the system
"banished" them to Anacostia schools via transfers.

These horrid condi-

tions created the potential for socially unacceptable behavior which

periodically expressed itself in acts of violence against persons and
property.

The circumstances existing in Anacostia made it the logical

site in which an experiment in community control could be tried.

After the determination was made that Anacostia would be the area
for the experiment, the planning of the project began.

A day-long in-

formation conference was held at which the suggested scope for the
project was presented to the community, and an open forum was provided
for the participants to discuss the educational needs of Anacostia.
The conference also provided the opportunity for the selection of persons who would become members of the Anacostia Community Planning Council.

The primary purpose of the Council would be to assure

of community input.

a

continuum

The Council was later expanded to forty-six members

so that it would be broadly representative of the total

community.

The all -day conference was followed by a summer workshop which was

held to plan programs and strategies.
pated.

A total of 282 persons partici-

Included were parents, young adults, youths— both in and out of

school --teachers, school officers, and other residents and representa-

tives from organizations of Anacostia.

The participants, assisted by

special resource persons and nationally known consultants, were divided
the
into task forces and sub-groups in order to consider the needs of

would
community and to formulate and promulgate plans for programs that

begin to meet the requirements suggested by the citizenry.

During the

.

.
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workshop, the Community Planning Council was formalized and became one
of the task forces.

Its deliberations resulted in the component,

"Project Organization and Community Participation."

Twenty-five programs were proposed and planned by the workshop.
Of these, "Project Organization and Community Participation" emerged as

priority one.
in a formal

The programs that were to be recommended were included

proposal which was later approved by the District of

Columbia Board of Education and the Office of Education. ^

After the

workshop ended, there were no funds, but the Anacostia Community
Planning Council continued to meet.

During the next three months the

Council sought to do the following:
1.

Define roles and responsibilities of the community in the development and implementation of the Project

2.

Outline a set of structures and procedures designed to effectuate
community participation

3.

Establish policies and procedures that would govern relationships
between the community and other entities related to the program

The project becomes

a

reality

.

In

October 1968 the President signed the

Appropriations Bill for the District of Columbia (PL 9473) which included
one million dollars for the Anacostia Project.

This amount was only

one-tenth of what the President had asked for and one-fifteenth of what
the members of the workshop felt was necessary to begin to do an effective job in the community.

Nevertheless, the proposal was sent to four

and
national field representatives who returned it with high praise

recommendations

3
1

bi d
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After the proposal had been approved and funded, it was sent to

members of an interagency group within the Office of Education.

The

purpose was to seek program commitments for the Project that would possibly result in additional funds.

Responses offering some aid were re-

ceived from the Office of Economic Opportunity to fund the planning
phase of the early childhood unit and from the National Science Foundation to fund an experiment in developing curriculum
for inner high school youths.

in data

processing

These two programs that received early

support in terms of money resources ultimately proved to be the most successful and long-lasting in contributing to the community's welfare.

Today, both are still

popular with parents and are as effective with

students as they were when the program began.

The impact that these

programs have had upon the community will be discussed later.

The Project was now prepared to move forward in the effort to
achieve its objectives, realizing that they were always subject to
change.
1.

Nevertheless, the main thrusts were stated to be as follows:

To demonstrate effective de facto local conmunity control of the ten
schools involved in the Project in the areas of policy-making, administration, staffing, and curriculum development to the degree

possible within the regulations of the Government of the District of
Columbia, and the policies of the District of Columbia Board of Education
2.

3.

tenTo demonstrate efficient administrative decentralization of the
twelfth
the
through
pre-school
from
extends
school sub-system which
grade and to adult education

offer a compreTo develop extended day community schools which would
to all segopportunities
hensive program providing self-improvement
around-thements of the community on a schedule that is virtually

clock, and around the year
4.

to the community for
To demonstrate that the schools are accountable
terms of the quality of
the educational tasks which they undertake in
the staff in
performance of the students and the competencies of
carrying out these tasks
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5.

To make the schools the focus of a broad and evolving community
problem-solving effort to upgrade the health, social, economic, and

educational

status of the community residents

6.

To work out dynamic, efficient, and viable processes between the
community and the District of Columbia public school system in order
to arrive at goals, policies, and operation of the Project and to
insure productive mechanisms for changes in the future

7.

To demonstrate and document a model of excellence in urban education
possibly to either be replicated elsewhere or used to provide guidelines for other projects over an extended time period

From these objectives came the educational requirements of the

community which were expressed as improved and more relevant curriculum,

expanded community involvement in schools, greater and improved relationship of teaching staff with the community, expanded psychological and

counselling services, better job opportunities and placement, and more
class space.

As a follow-up of these requirements, and in view of the

stated goals of the Project, the Council worked toward achieving the

following purposes:
1.

Providing for a community education policy board to insure real
volvement and participation

2.

Developing exciting and relevant curriculum which would include onthe-job training, vocational guidance, black history, and cultural
enrichment

3.

4.

5.

6.

in-

Initiating an early childhood unit to reach children when they are
very young, and aiding their families in raising them

Organizing pre-service and in-service training for teachers to assist them in responding more adequately to the community's educational needs and goals
Finding ways for the schools and community to work together so as to
through the
help those residents with personal and health problems
establishment of a child guidance and health clinic
order to
Working for improved equipment and adequate facilities in
juvenile dereduce overcrowding and to help prevent dropouts and
1 inquency

.
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7.

Utilizing as many of the members of the community as possible
in
order to provide jobs, raise income levels of families, and
to
develop career training in human service roles and employment programs rotating around the school.
With objectives and purposes in place, and with funding now ap-

proved, the urgency for implementation was apparent.
a

problem arose in the area of policy.

Almost immediately

The question:

what would be the

relationship of the Community Planning Council to the District of
Columbia government and to the District of Columbia Board of Education?
It was

acknowledged by the Council that the purposes as stated would

have to be achieved within the context of existing legal

between these two arms of government.
tion Counsel

relationships

The District of Columbia Corpora-

(legal arm of the District Government) had already indi-

cated in an opinion in January 1968 that "public officials may not without statutory authorization delegate their government powers."

This

meant that the District of Columbia Board of Education was not free to

delegate to the Council the powers that it sought whether it wanted to
or not.

In

the same opinion, however, the Corporation Counsel stated

that "there is nothing in the statutes which would prevent the Board of

Education from seeking and acting upon the views, advice, and recommendations of citizens groups of an advisory nature so long as the ultimate

authority over educational matters in the public school system remained
with the Board of Education."

With this ruling as

a

basis, an under-

standing was developed with the District of Columbia public schools

which agreed to de facto powers for the Planning Council with de jure
powers remaining with the District of Columbia Board of Education.
4
1
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The direction that the Anacostia Project would take
became unmistakably clear.

Almost with a single stroke it implemented

that benefitted both students and parents.

a

program

Although first priority had

been accorded the Project Organization and Community Participation

component, the initial grant was for the improvement of reading.

The

"Updated Reading" proposal was approved by the Office of Education in

February 1969.

The program provided additional personnel

improving reading instruction.

to assist in

A master teacher was approved for each

of the Project's eight elementary schools, along with the paraprofessional

positions for community residents in the form of

reading assistant for each classroom teacher.

a

community

The assistants were

given two weeks of pre-training prior to entering the classrooms with

the understanding that training would continue and that responsibilities
of the assistants would be increased as they became better trained.

The

reading assistants were mostly parents and relatives of children who attended the schools.

They were screened and selected by

a

committee of

parents and community residents who often waived educational require-

ments in favor of "proper" attitudes towards children and the community.

Community reading assistants enter classrooms

.

A group of ninety com-

munity reading assistants entered the classrooms after completing their
pre-training.

Because their training period had been short, questions

arose relative to their preparedness to function.

A meeting was held

with teachers and assistants in an effort to explain to both teachers
and assistants the procedures that would be followed, but a group of

teachers who were disenchanted with the idea took issue with how the

.
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program was being implemented.
ing the meeting.

They indicated their discontent by leav-

Those teachers and assistants who remained aired their

difficulties with the program, raised questions, and in many cases offered positive suggestions.

After the meeting, the Washington

Teachers' Union agreed to the selection of two teachers who would meet

with the other teachers at the Project schools to allay unfounded fears
by listening to questions that might arise.

Problems and questions

were to be referred to the project administration and, when necessary,
to the Area Planning Council to be resolved.

press coverage of

Local

the incident made much of the "conflict" between teachers and parapro-

fessionals, but the problems were gradually solved and relationships
improved between the two groups.

By working together to gain an under-

standing of the program, parents and school personnel were brought together in respect to other school problems and the overall relationships between home and school

improved.

5

Permanent officers selected, project moves forward

project director,

a

program developer, and

management had been appointed.

a

.

By May 1969, a

deputy director for

Then, in August 1969, the Project

Organization and Community Participation component was funded and partially staffed.

During the intervening period, the Council had been ac-

tive developing position descriptions, screening personnel, and recom-

mending to the District of Columbia Board of Education those persons who
were to be hired.

The Council had also, through its task forces, re-

program.
vised and added to the curriculum via its Updated Reading

^ Ibi d
9
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had become an incorporated body so that it could enter into separate

contracts and receive funds, and the Planning Council had signed

a

"Memorandum of Understanding" with the Washington Teachers' Union and
the District of Columbia Board of Education which enabled it to transfer
to other parts of the school

leave Anacostia.

system dissatisfied personnel who wanted to

By the end of calendar year 1969 the Council

had

supervised the election of the first Anacostia School Board, and the
elected board had received two weeks of training in policy and procedures.

Participation in the election process by members of the community

was less than had been expected, but if the fact that citizens of

Washington, D.C. had been disenfranchised for such

a

long period is con-

sidered, then any response to the elective process, especially from

a

community comprised of mostly low-income people, is remarkable.
There were those skeptics who doubted the feasibility of community

people fulfilling

a

prominent role in the operation of schools.

The

community residents actually helped antagonize many members of the
school

system by proclaiming that they could do

a

ing their children than the teachers (were doing).

told) they could do no worse.

better job of educatCertainly (they were

This feeling on the part of the community

resulted more from the frustration that was prevalent because schools

were failing in their mission to help inner city children than from any
unusual

confidence in their own abilities.

The high expectations and

eroded to
the esteem that low income residents had held for schools had
take over
the extent that they believed that their only hope would be to

and attempt to reform the schools themselves.
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Fortunately, within the system there were those who were
willing
to

involve the community in the attempt to make the schools
more respon-

sive, and they were resolute in insisting that there should be

chance for the experiment in community control to succeed.

a

real

Included in

this group of persons was Dr. William Manning, Superintendent of Dis-

trict of Columbia schools, who became a national spokesman for the movement.

Most of the District of Columbia School Board of Education members

were also in favor of more community input at this time.

Advocacy on

the part of the presidents of District of Columbia Teachers College,
Federal

City College, and Washington Technical

Institute, and by portions

of the faculty of Howard University proved to be an additional asset.
On the other hand, some members of the superintendent's staff chose

either to attempt to stall the effort or completely ignored it.

The

assistant superintendent in charge of personnel, the associate superintendent in charge of budget and finance, and the assistant superintenderit in charge of procurement and business operations left the sys-

tem rather than support the concept.

One remarked that he did not want

to be a part of a system where one unit was "managed by exception" ra-

ther than being subjected to the same (bureaucratic) requirements as

everyone else.

Of the staff that remained, many often closed their

doors to the "people from the community" or made themselves "unavail-

able" by referring community representatives to subordinates who could
not make decisions.

In order to help overcome some of the resistance,

the Superintendent of Schools set up a Special Projects Division.

The

division was placed on the same level with the other major departments

and the head reported directly to the Superintendent.
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In

addition to the opposition to the Project that came from
the

administrative bureaucracy of the system, perhaps even

greater chal-

a

lenge— especial ly during the first year— was that emanating from within
the Project.

The most penetrating resistance was shown by teachers who

gave lip-service to the idea and then showed their complete disdain by

rejecting the in-service training that was being conducted by universities and consultants.

The unhappy teachers refused to attend meetings

of the local and area boards and then complained that they were not being
kept informed.

They showed their rejection of the community reading as-

sistants either by not letting them help in ways that they could or by

turning the entire lesson over to them
tent.

in

order to prove them incompe-

Parents became upset when teachers informed them that in-service

activities required teachers to spend an inordinate amount of time away
from the children even though community reading assistants replaced
them and used the time for reinforcement of learning skills supposedly
in accord with the teacher's direction.

Teachers also influenced some

parents to object to the new approaches to learning that were being in-

stituted by Project instructional personnel.

Project moves towards realization of first year's goals

.

In spite of

the many obstacles, the Project proceeded toward the realization of the

goals and objectives that had been described in the Scope of Work ap-

proved for the first year by the Office of Education.

In

addition, dur-

ing the first year the Project staff also wrote proposals and planned

for a data processing program at the Ballou High School and for the early

childhood program (Head Start).

In each case, the

most difficult problem
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was trying to locate suitable and competent leadership
for the programs.

The incredible time lapse between the funding of programs
and filling
even the top positions covered as much as

a

year or more.

This, along

with the fact that the funding for the Project was temporary and was

assured only from one fiscal year to the next, made it extremely unlikely that services of the best and most experienced workers could al-

ways be obtained.

Consequently, many top positions were filled by local

persons who were not far enough removed from the local scene to be ex-

pected to make the substantive changes that were often needed.

Some

critical positions were never filled because persons deemed qualified by

the Planning Council— and later the area board— were not available.

At-

tempts to remedy the leadership problem were made by resorting to in-

service sensitivity workshops and by using consultants who were experi-

enced in utilizing the community in an effort to bring about change.
Quite unexpectedly, though, parents were more responsive to the innovative ideas in regard to the participation of students in the decision-

making process than were some teachers and administrators who resented
students having any say in the operation of the schools.

Anacostia preschool and Ballou data processing added

.

By the close of

the first year, the Project had two components in place, they were the

Updated Reading Program and Project Organization and Community Participation.

The Anacostia Preschool

(Head Start) and the Ballou Data Pro-

cessing programs were added midway the second year.

proved to be exceedingly popular from the start.

The Preschool

The number of appli-

cants for the available spaces in the program were double the number
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that had been funded.
a

Excellent leadership was provided this program by

director who was ready and willing to do everything possible
to

develop
came

a

first-rate program.

a model

As a result, the Anacostia Preschool be-

for the city and for the nation.

All

services required by

Head Start guidelines were provided and were adequately performed by
professional and paraprofessional staffs.

Parent groups (required in

each of the twenty classrooms) were active as volunteers and served to
hold the "family teams" together.

They were persistent in their utili-

zation of the career ladders that were provided at local colleges and

universities as scholarships were granted to those parents and workers
who aspired to improve themselves.
The first Ballou data processing proposal was written by Dr. Reuben Pierce, present assistant superintendent of Region I, District of

Columbia public schools.

The proposal stressed the need for an oppor-

tunity for inner city youths to learn data processing and to be trained
in the

operation of computers.

A curriculum was recommended that was

intended to result in job placement at the entry level for average and

above average students, and the program was designed to attract students
of a sufficient interest level that they would be directed into some of
the more academic subjects that made use of computer programming-o

mathematics, science, business.
Like the preschool

program, the number

requesting the courses in

data processing far exceeded the number of places that were available.

The National Science Foundation had approved funds that were to be used
8

Reuben Pierce, "A Proposal for Establishing
Facility in Anacostia," Washington, D.C.: 1970.

a

Data Processing
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only in an experiment to develop curriculum for inner city high school
students.

The guidelines provided that the total students involved

should not exceed forty, and the total number of classes involved should

not be in excess of four.

When 150 students (many of whom were seniors

who wanted to make computers their careers) signed up for the program,

a

dilemma was created. The, hope was that additional funds to be provided
by the Office of Education would allow the 110 extra students to be en-

rolled.

The National Science Foundation reluctantly agreed to the ar-

rangement, but funds to provide for the additional students were not

made available until the following year.

The National Science Founda-

tion threatened to withdraw its funding unless the number for their
part of the experiment was limited as was intended.

Because the program

had experienced other difficulties during the first year, it was de-

cided that beginning with the second year, the proposal would be restricted to the number that had been approved by the National Science
Foundation, and that the program would use the consultants furnished
by the foundation.

A new director was appointed, also.

Because the National Science Foundation was interested

in

the effort

being replicated within the District as well as national, the District
of Columbia Public Schools Division of Instruction was called upon to

closely monitor the program.

With the beginning of the second year,

however, the Division decided that the Ballou design was

a

"needless

repetition" of what was already being taught in District high schools.
It

be "cost
was further determined that the program had not proved to

effective" and, therefore, it would not be supported.
tential of computer training for inner city youth

,

Realizing the po-

the newly appointed
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school

superintendent rescued the program.

Then, utilizing the data

processing courses as the basis for her action, the next step was the

organization of

a

special

phasis on entry level

math/science minischool at Ballou.

The em-

skills for employment was maintained, and equal

emphasis was placed upon computer training for those who would be
entering college.

Teachers of mathematics, science, social studies, and

other disciplines were encouraged to employ the computer in the teaching
of their courses.

The new emphasis caused computer training and the

math/science program to become nationally known for its contributions
to the field of computer education at the high school

The efficacy of the in-service education component .

level.

There were other
The

short-term programs initiated by the Project that were effective.

In-Service Education component, which provided intensive and extensive

training of the staff, was necessary because competent personnel in
The

many fields were not available through regular school channels.

deficit meant that if the Project wanted an improved staff, it would
have to provide the resources for accomplishing the necessary training.

Moreover, since the Project was

a

pioneer in the large-scale employment

of paraprofessional s, it was also incumbent upon it to develop

a

career

ladder by which these personnel could advance.
of teachers
As a result of the in-service efforts, a large number

who had not been qualified obtained certification and

professional

staff received advanced degrees.

not completed high school

a

number of the

Paraprofessional

s

who had

received the General Education Development

associate and
certification, and some continued to study for the
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bachelor degrees.

It was reported that during the school

year 1970-71

there were seventy-five professional employees studying for the
master
of arts degree in Education and Guidance and that there were more than

one hundred paraprofessional
courses at the college level
general

intelligence.

s

and clerical workers who were taking
in an effort to

improve their skills and

The in-service education program was in keeping

with one of the stated purposes of the Project which was to offer comprehensive programs providing self-improvement opportunities to all segments of the community and to make available in-service education for

teachers so that they might respond more adequately and intelligently
to the community's needs and goals.

g

Project organization and community participation shows promise

.

Fore-

most among the accomplishments of the Anacostia Project were the benefits that accrued to those who participated in the Project Organization

and Community Participation component.

Included were the paid parents

and volunteers who prior to the advent of the Project were largely un-

skilled, had been unemployed or underemployed, and who were indifferent
or dilatory toward the public schools. The question that was usually

posed by them was, what's the pay-off for me? Participants, though, soon
began to realize that there was

a

reward for them of freedom and satis-

faction that they had not heretofore experienced. So that, although their
original motive may have been personal or job-seeking, ultimately their

interests changed to those that expressed the goals and purposes of the
Project.

As the participants came to understand some of the complexities

am S. Rice, "Project Organization and Community Participation," Washington, D.C., May 1969, pp. 5-6.
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of schools and education, they moderated
some of the earlier pronounce-

ments by which they condemned the schools.
By the close of the second full year of
operation, the Project had
been audited and had been subjected to two reviews
by outside groups.

Both commendations and recommendations were received and
indications

were that progress toward the goals and objectives was being
made.

The

dissidents and doubters had either left the scene or had been converted,
or, they were patiently awaiting the chance for a renewed attack.

The

newly elected area boards were proud of the new programs that had been
started as

a

result of their initiative.

realization that

a

They were imbued by the

better trained staff was now in place and directed by

officers whom they had chosen; they were ecstatic over the fact that
fourteen new buildings or major additions would soon relieve the

criminally overcrowded conditions that existed in the schools prior to

their intervention; and they were satisfied now that they had

a

con-

tractual relationship with the District of Columbia Board of Education

that outlined specific "powers" that had been delegated to the Anacostia
Area Board.

Certain procedures and practices that originated in Ana-

costia had already been adopted by the' system— the joint selection of
school

principals by the community and the administration, and the hold-

ing of open board meetings which permitted the community to report their

concerns.

On the horizon for the city, also, was the practice of allow-

ing members of the community to participate in and make comments at bud-

get hearings as was being done in Anacostia.

All

served to confirm the value of community input.

of these indicators

^
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Members of the community were gratified, too, that test scores in-

dicated that there had been some improvement in the cognitive areas.
The reading test scores of children in elementary schools were signifi-

cantly higher than the scores of children in similar inner city neighborhoods, although the scores for the age groups tested failed to reach the
national norms.

Project put to extreme test

.

With the coming of the Nixon administra-

tion, the positive gains cited above were not sufficient to satisfy the

new staff at the Office of Education.

The Project was without

ject officer from the Office of Education for more than

a

year.

ignored, it was left to drift from one department to the next.

a

pro-

Largely
Not only

was President Nixon listening to Patrick Moynihan who advocated a period

of "benign neglect" in respect to federal funding for social legislation, but he also was not overly enamored of the District of Columbia
since its citizens failed to support him during the recent election.

The new Commissioner of Education stated that he was more concerned with

career development and accountability than with community control.
"How," he queried, "could educators expect that non-educators could

succeed where the professional educators had failed?"

predicament was the selection of

a

Added to this

new Superintendent of Schools of the

District of Columbia who stated unequivocally that the "last thing that
I

need is

to them."

a

group of local boards running around expecting me to respond

Although he made no immediate moves against the existing

comfort
boards, his early attitude toward them was passive and little
control.
was accorded to those who were advocates of community
10

News Article, The Washington Post

,

December 1971.
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With these conditions prevailing, it was not difficult
for the new
Director of Experimental Schools of the agency within
the Office of Education, who was made responsible for the Project, to begin
immediately
an effort to disband the Project.

financial support.

Requiring

His first attack was on the Project's

new proposal revision each quarter, he

a

also demanded before his approval of

a

grant extension that there be

documentation that showed specific progress toward each of the stated
behavioral objectives.
still

Even when such documentation was available, he

insisted upon written verification by "an outside expert" in each

component field prior to the approval of funds.

The delays caused by the

restraints made it almost impossible to maintain programs, much less implement any new parts of programs simply because no commitments could be
made for personnel, equipment, supplies or whatever might have been

needed to implement the program.
On the first of June 1971

,

an intern who had just completed the

Office of Education management program for new recruits, was appointed
the new project officer to serve as liaison person between the Office of

Education and the Anacostia Project.

At about the same time, the

Director of Experimental Schools commissioned an outside evaluator to

conduct what was purported to be the "final" look at the Project.

The

evaluation, which was begun in June, was conducted under the direction
of the new Office of Education project officer during the sumner vacation period when only

a

few of the programs were in session and while

schools, except for the summer program, were closed.

completed and distributed in September 1971.

The report was

The chief evaluator

apologized for his limitations, but he offered recommendations which he
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felt would make the Project more effective, and while he suggested

a

more structured and higher level formative evaluation for the Project,
he, nevertheless, had this to say:

The crucial question which is being raied in this study is not the
importance of a need for high achievement in the academic areas of
reading, communication, and mathematics. The question is in which
educational context will it be accomplished. The findings of this
study support the position that the Anacostia Project deals with the
realities of man's existence and plans organizational structures
which relate to these human aspirations, motivations and needs.
Urban education must provide experiences which include the improvement of intellectual abilities, but support the total needs of
man socially, culturally, physically, and vocationally.^
.

.

.

In spite of the favorable reviews, and in complete disregard of

the recommendation from the latest commissioned evaluation that the

Anacostia Project be not only strengthened but that it receive

a

larger

commitment and more support from the Office of Education and the District of Columbia public schools, the Director of Experimental Schools

decided differently.

On October 13, 1971 before either the Director of

the Project or the Superintendent of Schools had seen the evaluation,

a

letter was sent to the Director of the Project by Robert Binswanger,
Director of Experimental Schools, which stated that the Project was to
be phased out within the next school year.

Among the reasons given

document
was that the "Anacostia Project has been unable to successfully
that it has made

a

significant progress toward the fulfillment of its

original objectives."

The letter was disquieting, to say the least.

stunned disbelief.
The initial response from the Anacostia community was

Other areas of the city exhibited mixed reactions.

Those who supported

School Project
Edward J. Brantley, The Anacostia Communit y
Washington, D.C.: Scspa,
Evaluated: A Search for Relevant Education ,
136-137.
Clark College, Atlanta, Georgia, 1971, pp.
11

"
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the efforts were disappointed, while those who were against community
control were elated that the experiment had been labeled

said,

"I

a

failure and

tol d you so.

What followed this traumatic experience is symbolic of what happens in a community which has experienced, only for a short while, the

joys and rewards of participating with their peers in an effort to control

their own destinies.

That progress had been made toward the goals

set by the community was evident from the statements that came from the

officials of the Office of Education, themselves, and by their hired

evaluators.

But, the Director of Experimental

Schools failed to see and

understand the larger purposes of education as had been viewed and ad-

duced by Project participants.

not important to him that

It was

munity had spoken, and although they, too, were interested

in

a

com-

achieve-

ment for their children, they realized that only when the experiences
were total for them and their children were the process and products of
Here was

education effective and real for them.

a

classic example of

government interference, even though well intentioned, which was working
to the detriment of those it purported to serve.

The following chapter discusses

a

second phase of the Project

which was continued as the "Response to Educational Needs Project."
After

a

short time under the Office of Education, it was transferred to

the National

Institute of Education,

a

new agency which required some

the new
philosophical and personnel changes, but which was amenable to

parent and comperspective which encouraged the wide participation of

munity in the education process.

CHAPTER

IV

THE ANACOSTIA COMMUNITY SCHOOL DIVISION

PHASE

II

The Community Mobilizes for Action

If officials of the Office of Education expected the Anacostia

community in response to its letter of termination to "fold its wings
and silently slip away," it was in for

a

Members of

rude awakening.

the area board and community leaders were swift in rising to the need
and in assuaging the effects of the initial

shock.

First indications were that movement would be against the Project.
At the same time that Binswanger addressed his letter to the director
of the Project announcing his decision, he dispatched

a

news release to

The release was received by the paper and used imme-

the daily press.

diately. The director of the Project first received the information when
a

reporter telephoned to inquire "why the Project had failed?"

The

question was an indication that the newspaper had already accepted the

Binswanger version.

The news article was followed with

a

quick edi-

torial which stated that the Anacostia Project was dead.

Then appeared

another article which accused Project officials of misspending funds
and of gross mismanagement.

1

2

Editorial

,

2

The Washington Post

,

October 21, 1971.

News Article, The Washington Post, October 28, 1971.
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As word spread through the community about the fate of the

Project, community residents learned that

a

delegation of twenty local

board members and project staff would be going to the office of the

Commissioner of Education to discuss the matter.

Community leaders, who

were not necessarily a part of the organized Project itself, perceived
the issue as being larger than the Project.

It was rather viewed as

having community-wide concern and the total community felt that it should
be represented in the delegation.

Accordingly, the conference was set

with the Commissioner, but instead of twenty persons as had been expected,
250 people descended upon the usually staid headquarters of the Office

of Education.

The press stated that the crowd was made up principally

of those who had

a

personal or vested interest in the Project continuing

which were the employees of the Project and Anti poverty workers.
of course, was not the case.

This,

There were representatives in the pro-

testing group from professional societies, church groups, the

Washington Teachers' Union, the Congressional Black Caucus, labor unions,
social

service agenices, the mayor's office and from the D.C. Board of

Education.

Formal

protests were sent to the Commissioner from the Super-

intendent of Schools, individual D.C. Board of Education members, and
from the Anacostia Area Board.
The Commissioner and his staff were overwhelmed by the response
and demonstration.

The Director of Experimental Schools, who had issued

sufficient time
the letter, alleged that he had been misled and "had no
to prepare for such a large group."

After about three hours of protest-

was held in the
ing in a noisy confrontation with Binswanger, a meeting
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auditorium of Health, Education and Welfare.
crowd through speeches.

meeting was held in
a

a

The aim was to placate the

The people were not mollified, so

a

subsequent

conference room where the people could engage in

dialogue with the Commissioner's staff and raise pertinent questions.

The citizens, vowing that they would not leave the building until the
questions that they raised had been answered to their satisfaction,

finally agreed that

a

smaller delegation representing the Project and

the community would meet with the director later that day.

Meanwhile,

representatives from the Project and the community met and outlined
strategies which included

a

demand for detailed explanation including

cogent reasons for the precipitate action that had been taken.

The

delegation was also instructed to demand that the Project be given

a

chance to appeal the verdict of the Director of Experimental Schools
with the appeal to answer only the charges that would come out of the

scheduled meeting.

These demands were acceded to, and it was further

agreed that the final decision as to the fate of the Project would come
from the Commissioner of Education and not his subordinate.

D.

C.

Board of Education Authorizes New Division

What followed the meeting at the Office of Education were rallies
and a display of cohesiveness not heretofore witnessed in the Washington,
D.C. area.

The primary impetus for the enthusiasm came from members of

the community who met almost every night and organized themselves into

task forces to work on specific sections of the appeal.

It was made

clear that the D.C. Board of Education was the legal entity and that

.
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Us

support was mandatory for

the Project.

successful waging of the fight to save

a

Nor was the District of Columbia Board irresolute
in ex-

tending its full

backing.

It began by informing the

Superintendent of

Schools that the Project schools would
remain as a unit regardless of
the decision coming from the Commissioner's office.
was then directed to reorganize the school

mediately the Anacostia Division.

The Superintendent

system and to establish im-

The new unit would be on

a

par with

the other three divisions of the school system and would have the same

basic administrative structure. 3
There were already some programs in the new division.

In

addition

to the regular school offerings, the Anacostia Board had been able to

have instituted other programs that were not dependent on the Office of
Education grant funds that had been responsible for the Project.
included:

a

special

They

education unit, the Head Start program. Follow

Through, Ballou Data Processing program and Title

I,

ESEA.

To

strengthen further the new division, eight schools— two junior high and
six

el

ementary— were added; plus two schools were being constructed

relieve the overcrowding and would be ready the following year.

to

The in-

crease brought the total number of schools in the Division to twenty-one

with

a

combined enrollment of more than

21

,000.

The Project staff's determination to continue and to increase
the effort toward a successful

received.

appeal was enhanced by the support they

The Superintendent of Schools, taking

a

cue from the Board

of Education, made positive moves to rescue the program.

He appointed

^Minutes of the District of Columbia Board of Education, November
1971
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full-time consultants to assist with documentation and

a

consultant

firm to aid in the preparation of the grant proposal for the next year.

Unexpected Assistance Received from Law Firm

The Project was elated when it received unexpected assistance from

Covington and Burling, one of the largest and most prestigious law firms
in the country.

Besides desiring to render

a

public service, members

of the firm recognized that an important legal question was at stake:

"How much power should be wielded by

a

subordinate government agency?"

When the Project officers were asked how the attorneys might be helpful,

they replied that technical assistance would be needed in documentation
and writing.

This the attorneys agreed to do, but with the understand-

ing that their appeal document would be independently prepared since

they wanted to deal with the principle involving the abuse of bureau-

cratic power.

With these considerations,

a

document entitled "A

Memorandum of Law in Support of the Appeal of the Anacostia Community
ie

School Project" was prepared by them.
into two parts:

justify

a

Part

I

The memorandum was divided

held that the Office of Education had failed to

decision to terminate the Project under standards to which it

was bound, and that it had failed to explain the inconsistency of its

decisions with other Office of Education evaluations; Part

of the

II

memorandum asserted that the decision made by the Director of
Experimental Schools was derived in violation of the Project

s

due

Education
*This document was submitted to the U.S. Commissioner of
on December 6, 1971.

d
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process rights to

a

notice and hearing, and that any initial decision

by the director was in violation of the separation of functions require-

ment of the Administrative Procedures Act.^

The twenty-eight page docu-

ment covered each point of the Director of Experimental School's contention that the Project had failed, and offered evidence and proof that

the claims were either unfounded, unreasonable or simply not true.
I

Part

cited one court case after another in which the same principles had

been violated.

The memorandum stated that "None of Director Binswanger's

five specific findings

.

.

.

which the director indicated to be disposi-

tive points in the analysis that led to the decision indicates even

consideration of the standard of susceptabil i ty

5

.

"

a

The significance of

this was that the focus of Binswanger's findings was on past performances

rather than on future capabilities.

Since, according to the memorandum,

the findings were not dispositive "or even relevant" to the standard to
be applied, legally the Project did not need to respond to them.

theless,

a

response was given.

Never-

Part II indicated that under the Separa-

tion of Powers Act, any officer who took part in the staff investigation
of the Project was precluded from participation in the decision-making

Therefore, stated the memorandum, Binswanger acted illegally

process.

when he informed the director of the Project that the program was being
phased out, only the Commissioner of Education could do that after proper
„

investigation, report, and extension of due process.

6

^Covington and Burling, "A Memorandum in Support of the Appeal of the
Anacostia Community School Project," Washington, D.C., 1971, p. 2.
5
1

6

bi

Ibid

. ,

p.

12.

.

p.

27.

,

d

^

,
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The conclusions advanced by the memorandum were as follows:

that

the decision to terminate the Project's grant was arbitrary, capricious,

and was an abuse of discretion.

Furthermore, it violated the Project's

due process procedural rights to notice and opportunity to be heard.
In order to remedy the statutory defects of the proceedings thus far,

it was stated that the commissioner should appoint an impartial

of hearing examiners, independent of the Experimental School

's

panel

Division,

to conduct a thorough investigation and hearing of the case and to take

into account any appropriate evidence offered by either the Project or
o

the Office of Education staff prior to making the final decision.

The Project's Appeal to the Commissioner

Along with the memorandum from the law firm of Covington and
Burling, there was the official appeal from the Board of Education and

the Superintendent of D.C. Schools.

The appeal had been largely pre-

pared by the community and by the Project staff.

Stressed were the

positive evaluations that had been received by the Project, including
the one that had been recently comissioned by Binswanger.

It also

pointed out that the change of the objectives and the primary interests
of the Project with the introduction of new Office of Education personnel were ex post facto

,

and that the Project should have been evaluated

only on the basis of already established and agreed upon objectives that

were in existence prior to the advent of new personnel.
7
1

8

bi

.

Ibid.

,

p.

27.

Any subsequent
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objectives should have been developed by both.

The appeal also cited

evidence of accomplishments by the Project based on stated objectives.
It was further recommended that funding be continued, and increased,

with the proviso that the three parties to the agreement

— the

Office of

Education, the D.C. Public Schools, and the Anacostia community--sit

down and decide on the role that each should play to guarantee the

Project's future success.

The appeal from school authorities fully

utilized the resources of the community.

School

principals, who

formerly had been less than enthusiastic about the community, now proclaimed the worth of the Project.

Said one principal, "I don't care

what anyone says, we were always two years behind (in achievement scores)
and now we are on grade level."

The principal also stated that his

school, whose children came mostly from

a

nearby public housing project,

was now serving as "an entire social agency."

Other principals and

teachers spoke of how well community and schools were now working together, and about the new relationships that had been welded with the
home.

The television media (especially the local talk shows) sought to

have a discussion of the issues on their channels.

They found the com-

munity willing, but the Commissioner's office refused to appear.
community had

a

further supporter in Senator Warren

G.

The

Magnuson, Chair-

man of the Sub-committee on Health, Labor, Education, and Welfare, who
had championed the legislation that originally approved the Project.

He sent staff members to visit the site.

They were impressed by both

community.
the need and the attempted solutions of the problems by the

9

1971.
News Article, The Washington Post , December 12,
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As a matter of fact, upon seeing the conditions that existed, the
chief

of the del gation from the senator's office conveyed to Senator Magnuson
the need for additional funding.

Anticipating the support that could

be expected from the Senator, a group, led by the president of the D.C.

Board of Education, called upon him and informed him of the crisis.

The

results were that the Commissioner's office was called upon by the

Senator to explain what was happening to

a

project which had previously

been reported in the Congressional Record as "doing well."
The Commissioner of Education found himself in an embarrassing
dilemma.

Facing what could be an undesirable legal suit being brought

by another government agency (the D.C. Schools), and with questions being

raised so vehemently by the community and by the Senator through whose

committee legislation and funding for the Office of Education must flow,
the Commissioner realized that any decision rendered by him had to be
beyond question as to its fairness and profundity. He, therefore, called

together his senior staff, including Blacks, and he decided to forego
the oral appeal from both the Project and from the legal firm.

After meeting with his staff, the Commissioner summoned the

Superintendent of Schools, the president of the D.C. Board of Education,
the chairman of the Anacostia Area Board, and Project staff to a meeting
in his office.

The following decision was rendered:

1)

The Anacostia

Project as it was conceived at that time would be terminated,

2)

the

Project would be replaced by another effort which focused on the same

geographic area but under considerably more supervision by the Office
same.
of Education, 3) the amount of funding would be essentially the
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4)

the plan for the "new proposal" would include the two original com-

ponents of the Anacostia Project

Community Participation
5)

— with

— reading

and Project Organization and

an additional emphasis on mathematics, and

the school system, rather than the community would be administratively

responsible to the Office of Education, and in turn would receive advice
and counsel from them.

There were some members of the Anacostia Area Board and the D.C.
Board of Education who felt that complete vindication was the only

acceptable decision, and they sought to continue the fight.

However,

after considerable discussion among Area and D.C. Board of Education

members, and upon the advice of the Superintendent of Schools and the

director of the Anacostia Project, it was decided to accept the verdict
of the Commissioner.

The law firm of Covington and Burling left the de-

cision up to the community since it was clear that in order for them to
proceed with

a

suit it would require the full sanction and support of

the D.C. Board of Education and the Superintendent of Schools.

agreement to accept the decision was based on the following:
area would retain the funds

,

2)

The
1)

the

even though all of the original terms of

the grant could not now be carried out, the two oldest and most stable

components, plus one additional program would be included in the new
proposal,

3)

the new project would become

a

segment of the new Anacostia

Division rather than being the total program, 4)

involvement component would be included, and
uled to become

a

part of the new National

5)

a

strong community

the program was sched-

Institute of Education.
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There would have to be

a

transition period during the time that

the new proposal was being developed.

necessitate

a

lull

As was to be expected, this would

in the Anacostia Project programs, some of which

were to be completely phased out.

Many of the participants took advan-

tage of the delay and accepted positions that they were now qualified
for because of the experience that they had gained while employed with

the Anacostia Project.

the Title

I

Eighty-three paraprofessional

program of the school system.

the District and federal governments.

s

were absorbed into

Some joined other agencies of

Still others, who had been super-

visors and officers in the Project, decided that they would return to
teaching.

The greater part of the next school year was spent in developing
a

proposal that would be acceptable to the National

tion.

Institute of Educa-

The Superintendent of Schools, seeking to comply with the

dictates of the Office of Education, appointed
the new proposal.

a

task force to develop

The first efforts of the group resulted in

a

plan

which was opposite in concept to that of the community component under
the Anacostia Project.

The emphasis was stated to be on "cultural

identity, environment and experiences, with concentration solely on the

learner and the cognitive."

The "community" was mentioned in the begin-

ning, then scarcely at all afterwards.

It was also noted that the rela-

tionship between the D.C. School Board and the Area and local boards
"is primarily indirect."^

0

^"Response to Educational Needs Project Proposal," Washington,
D.C.

:

1973, p.

24.
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When the plan was presented to the Anacostia community, the

reaction was violent, primarily because the community had not been
consulted by the task force in the development of the document.

The vice-

chairman of the Area Board was so incensed that he literally tore the
proposal to shreds.

At the meeting at which the proposal was presented,

the Anacostia Project Director (now assistant superintendent of the

Anacostia Division), recognizing that an impasse existed, suggested
that the proposal be revised and that there be no substantive decisions

made regarding the proposal unless community members of the task force
were present.

The suggestion was accepted and the proposal entitled the

"Reponse to Educational Needs Project" was developed.

Project Placed under the National

Institute of Education

The implementation of the new project was further delayed when it
was placed under the National

Institute of Education.

The agency had

some difficulty trying to adjust the program as it had been designed
into a research based proposal.

It was asserted that the Institute

did not support "service delivery projects," although it would welcome

"studies of new approaches."
tions on the proposal were:

licly supported as

considered

a

a

Questions that arose during the deliberashould grass roots organizations be pub-

substitute for the bureaucracy?

should they be

supplement to the traditional enforcement mechanisms?

or,

would public support of grass roots organizations co-opt the vitality of
the have-nots fighting for their rights.
In spite of these and

National

many other questions that were raised, the

Institute of Education approved the proposal and became the
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grant agency for the new project.

Several revisions and rewrites were

necessary to assure that the Response to Educational Needs Project fitted the philosophy of the agency and at the same time provided for the

needs of the children and the community.

Public school officials and

members of the Institute staff, plus consultants, worked together to
develop

a

proposal that was satisfactory to all.

It was agreed that the primary purpose of the new proposal would

be to raise the achievement levels of young people in the Anacostia

schools, and

it'

was hypothesized that attainment of this goal would

enhance the future progress of the Anacostia community.
the. goals,

To accomplish

it was decided that the Response to Educational

ject would focus on two major areas of activity:
for teachers of reading and mathematics, and

community organization and education.

2)

Needs Pro-

staff development

1)

supportive parent/

While the programs as designed

furnished some "services" to the schools and community, the interest
of the funding agency was in the process by which services were de-

livered.

The experiment would provide the opportunity to study the

efficacy of several methodologies for assessing parental outcomes and
student outcomes, teacher outcomes and student outcomes, and their

relationship to each other.

The designs for the new program are presented

.

A discussion of the

program and procedures of the Response to Educational Needs Project
is being adequately covered

in a series of studies being prepared by

consultant firm engaged by the National Insti-

Gibbony Associates,

a

tute of Education.

Appearing in February 1979 was

a

detailed
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evaluation and analysis of data concerning the Project. 11

While the

document gives some attention to the community's role, the primary
interest of the study is in the cognitive areas.

Numerous tables,

charts, and much analysis are provided to portray the achievement
of students who were participants in the Response to Educational Needs

program.
In

order to gain knowledge and perspective of the "process" em-

ployed by the Response to Educational Needs Project, five designs are
being included in this study.

There are designs for reading, mathe-

matics, parent/community involvement, formative evaluation, and management.

The designs were accompanied by

a

time chart and strategies that

indicated responsibility for the input to accomplish an operation, what
the process would be, and what output was expected.

These designs describe the main program activities of the Project.
The activities were organized by program areas and by strategies within
each of the program areas.

They consitute an operationalized statement

of the program that was described in the original

proposal.

Further

details and planning and analysis were required for the implementation
of the program activities, but that was the task of the day-to-day

staff.

The designs were implemented and the programs were monitored by
the National

Institute of Education staff.

Modifications were permitted

when needed, and when they were approved by, and in accordance with

An Evaluation of the Response to Educational
1979, passim .
Kensington, MdTl

^Gibbony Associates,
Needs Project,
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the recommendations of the Response to Educational Needs
formative

evaluation unit.

IP

The program continued from 1973 to 1977, after which federal
funds were no longer available.

Phase

I

in its organizational

Phase

II

structure.

of the Project differed from

The difference was due to

a

change in direction which focused on staff development of teachers
instead of working directly with students.

With heavy emphasis being

placed upon research and training, there were large numbers of

professional workers.

Included were the director of the Project, two

associate directors--one for reading and one for mathematics

— sixteen

assistant directors of reading, six assistant directors of mathematics,
and fifteen teacher trainers of aides.

were directly engaged

Besides these professionals who

in the training of teachers

in the classrooms,

there were six educational research and planning associates,

information officer,
assistant.

a

community educational trainer, and

a

a

public

program

These forty-nine professionals worked only with the teachers

and aides in the schools; they bore no responsibility for the students.
In addition to these workers were more than eighty instructional

aides who assisted in classrooms by reinforcing teaching techniques used
by teachers, and the twenty-seven community organizers whose responsi-

bility it was to keep parents and the community alert as to what was
happening in the schools.

They were in some measure responsible for

the welfare of children and they delivered social type services to them.

Green, "Program Design, Level III of the Response to
1975, pp. 1, 21, 42, 65,
Educational Needs Project," Washington, D.C.:
and 81

^Valerie

S.

1
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An additional change that occurred during Phase

the make-up of the area board.
class.

II

was evident in

The leadership had become more middle-

They tended to perceive their mission more like that of the

D.C. Board of Education with stress being placed on college preparatory

subjects, standardized and achievement test scores, and with less attention and confidence being exhibited in guidance counselors and special

subject teachers, especially in the elementary grades.

They were still

convinced, however, of the need for an active role for parents and the
community.

Phase

II

Comes to

a

Close

Although it is too early to adequately assess the effectiveness
of Phase
process.

II

of the Project, certain aspects were apparent during the

First, -the teachers of elementary school children were much

more receptive to the staff development with its focus on reading and
mathematics than were the secondary school teachers.
unusual

This was not

since secondary teachers consider themselves "specialists" in

their subject fields, and they take
teach basic skills.

a

dim view of being called upon to

Comments from secondary teachers suggested that the

funds could have been better spent on books and supplies.

They failed

to take into account the fact that books are completely useless if they

This suggests that perhaps

are not read and understood by students.

reading and mathematics skills should be
tency required for the certification of

a
al

functional teaching compe-

teachers.

Some results from the summative evaluation of Phase

II

are now

available, and although sufficient time has not elapsed to determine

,

.
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whether teachers have benefitted by the new approaches that were offered
to them, the product that has been reported by evaluators, thus far,

ranged from good to inconclusive.

Test scores of the control groups

of children in reading and mathematics, who were not taught by teachers
exposed to the program, have sometimes exceeded those of children in
the experimental group.

Gibbony attributes this anamoly to the fact that

the Response to Educational Needs Project was not

specific "guidelines."

a

"model

program" with

The emphases in the various schools of the

Project were often entirely different from each other because the task
forces, consisting of parents and faculty of each school, determined
the particular needs of their school.

Also it was assumed that the

parent involvement would enhance pupiT achievement but the relationship
between community input and the achievement scores of children is still
unclear.

14

Gibbony did suggest, however, that parent involvement is,

in and of itself, an important outcome,

and it serves as a mechanism for

allowing the communities to participate in the policies and the direction of the school

15

The accomplishments and effectiveness of Phase

II

of the Anacostia

experience involving both paid and volunteer parents and the community
for a five-year period was summarized by the Anacostia Community Area

Board in
1978.

a

report submitted to the D.C. Board of Education in March

Beginning with the year 1973, the document outlined the Project's
13
14

15

Gibbony Associates, op . cit
Ibid .
Ibid.

.

pp.

25-33.
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original mission, and then listed the following
as achievements of the

program:
1.

Organization and creation of local boards for individual schools
within the area which provided grass roots participation of members
of the community in identifying problems and suggesting improvements through the local principal and regional superintendent to
the central administration

2.

Provision of training to teach local board members about budgeting
procedure, personnel matters, curriculum planning, and other topics
important to their effective functioning

3.

Monitoring and overseeing the National Institute of Education
funded Response to Educational Needs Project, making sure that the
mandate was carried out, and aiding in the selection and evaluation
of key personnel

4.

Assisting in the formulation of goals and objectives for the school
district which reflected the particular concerns of the school community

5.

Promulgation of a policy for the region of preferential hiring of
reading and mathematics teachers who would focus on many of the
basic skills needed to survive and prosper in present day society

6.

Assistance in planning the design of and equipment of school
buildings, and in the establishment of school boundaries that were
fair and acceptable to all

7.

Participation in planning and developing budgets for personnel in
new schools

8.

Promotion of special programs--notably the nationally recognized
computer science program and the special science/math mini school
at Ballou High School

9.

Surveying physical conditions in existing buildings for the purpose
of correcting deficiencies and improving facilities as needed

10.

Screening of all prospective candidates for officer positions prior
to recommendation for filling by the District of Columbia Board of
Education

11.

Monitoring allocations and expenditures of federal funds to determine the proper pupil -to-staff and pupi 1 -to-expenditure ratio
In addition, the community board was mindful

of the important con-

tributions that were being made by parents who were paid workers.

Board
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members were concerned that parents not be subjected to

a

double stand-

ard in regard to decisions by the administration which affected
personnel

status, performance, pay and evaluation. 16
Finally, the Anacostia Community Area Board requested that the

District of Columbia Board of Education continue the policy agreement
that had insured effective parental

involvement during the past decade.

They pointed out that many of the practices begun in Anacostia had been

replicated in other parts of the school system. 17
It

School

is not

surprising that the members of the Anacostia Community

Board would view their participation in the educational

of their community as positive and beneficial to the schools.

process
This,

then, serves as an indicator of the worth and effectiveness of "commu-

nity control" under conditions perceived by the Anacostia Board.

To

determine whether others in the Anacostia community who were affected
by the program of involvement felt that they had derived equal benefits
to the extent that it changed their behavior and altered their life-

styles is the principal

purpose of this study.

We will now examine the data that have been collected to see what

extent other indicators are provided which suggest that the reforms and
changes instituted by the parents and the community have favorably af-

fected them and their children.

6

Anacostia Community School Board, "Summary of Its History and
Major Accomplishments and Proposed New Policy Agreement," Washington:
Friendship School, 1978, passim.
17

Ibid., pp. 3-12.

CHAPTER
AN ASSESSMENT:

V

EIGHT YEARS LATER

Traditionally, schools have not been willing to attempt the
solution of broad social problems; nor can they be blamed for seeking
to
avoid areas for which they have not been trained and in which they
lack

expertise.

And so, when the Anacostia community identified the school

as the public agency best suited to serve as an anchoring facility and

the principal

instrument for achieving neighborhood stability and plan-

ning for upward mobility, there were outcries of opposition emanating
from the schools.
school

l

s

The community, however, persevered, and added to the

responsibility of providing the basic skills necessary to par-

ticipate in the current society, was that of helping the older members
of the community to solve their socio-economic problems and achieve better and happier lives.

The extent to which these ideals have been

realized during the past eight years will be examined now.
The Anacostia Cormunity School

Project began its operation in an

area that had been wracked by riots that followed the assassination of
Dr. Martin

Luther King, Jr.

There were certain social indicators that

were used to describe the quality of life as it existed in Anacostia at
that time.
(3)

Included were:

socio-economic conditions.

National

Capital

.

.

health conditions, (2) housing, and

The overall picture, as described by the

Planning Commission, was that "Problems within Ana-

costia are many and varied.
.

(1)

There are pockets of physical deterioration

haphazard development; inadequacies in schools and play space;
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lack of appropriate physical and functional links to the rest of the

city; and a tendency toward over-concentration of low-rent public housing in several sections."^

developing the attributes for the instruments used in the pre-

In

sent study, the same indicators used by the National Capital

Commission were employed.

Planning

Also, these were some of the same indicators

used as a measure of progress in The Annals of the American Academy of
Political

and Social

Science 1976

;

in U.S. Commission on Civil

Rights

Indicators of Equality for Minorities and Women (1978) and in

Social

Dorothy

Newman, et

K.

al

.

,

Protest, Politics and Prosperity:

Black

Americans and White Institutions 1940-1975 (1978).
The surveys that were distributed to the select popul ations--

board members (volunteer parent groups), paraprofessionals (paid par-

ents), and the professionals (principals and teachers) --were all designed to gather data in categories suggested by the indicators.

possible,
in 1969

a

Where

comparison has been made between conditions as they existed

with what exists today, concentrating primarily on what happened

in the way of change in the schools and to the parents and citizens of

Anacostia.

An analysis of the data should reveal

the extent to which

there have been changes that demonstrate improvement in the socio-

economic

1

evel a and in the total

lifestyle of the Anacostia citizens.

Using the census tracts for 1970, Table

Indicators for 1969" in project schools.

It

1

shows "Composite Social

is significant to note the

sed Comprehensive
^National Capital Planning Commission, The Propo
1967, p. 153.
Plan for the National Capital, Washington, D.C.:

.
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TABLE

Composite of Social
Census
Tract

1

Indicators for Anacostia Tracts*"

Heal th
Condition

Housing
Condi tion

M

M

M

76.1

M

M

M

75.2

M

M

M

75.1

M

W

M

Savoy
Birney

M

W

W

Douglass
Moten

M

W

W

Johnson
Turner

M

W

W

Green
McGogney

M

W

M

M

W

W

M

W

W

No

Schools in Tract

73.3

Bal lou

Congress Heights

74.1

74.2
74.4

73.4
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Draper

98

Socio-economic
Condition

= Best
M = Medium
W = Worst
B

qualitative references for these tracts:
Comparison

is

M=medium, W=worst, and B=best.

made with 116 other census tracts in the District of

Columbia.
None of the census tracts was rated "best" in any of the cate-

gories listed.

On the other hand, in housing 70 percent were rated

"worst" and in socio-economic conditions, 50 percent were rated "worst."
This does not indicate an absence of leadership potential

in the area,

for there were ministers, social agency heads, parent teacher officials,

^Office of Planning and Management, op. cit., pp. 39-41.
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anti poverty workers, and other community residents
of the total Anacos-

tia area who were eligible for and interested in participation
in the

Project.

Also some quality leadership emerged from the census tracts

that were rated from medium to worst.
Even though the individuals covered by the surveys had not been in-

terviewed to determine their categories prior to becoming

a

part of the

Anacostia experience, it is not unreasonable to suspect that the majority
of those who were hired to be trained for non-professional positions in
the Project fitted into the categories as indicated by the percentages.

They lived in the area; they sent their children to schools in the area;
and they were seeking work in the Project at wages that were lower than
the minimum wage for the Anacostia area; or, they were unemployed.

The tables that follow will provide further data which will help
to determine the extent to which the community reached its goal of im-

proving the lifestyle of its citizens.

Perceptions of the unpaid

workers (board members), the paraprofess ional
munity), and the professional

s

(paid parents and com-

workers; (principals and teachers), all of

whom were participants in the Project, will be examined.

Socio-Economic Status of Paid Parents Improves

The data received from the non-professional employees of the Pro-

ject revealed information relative to their present socio-economic status.

Knowledge about their present employment status was necessary in

order to ascertain whether they were now employed, and if they were,

whether their present income and status were commensurate with the pay
Anacostia
and training that they had received as employees of the
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Project.
in D.C.

Funding,

Table 2, "Employment of Anacostia Non-Professional

Schools and/or Other Government Agencies at the End of
Federal

revealed that

the Project during Phase

ject during Phase
schools.

Personnel

II

percent of the non-professionals employed by

71

I

and 95 percent of those employed by the Pro-

were still with the District of Columbia public

This is an average of 83 percent for both phases combined.

Some of the remaining respondents indicated that they were now working
for the federal
a small

government; others had elected private employment, and

number were no longer interested in working.

The status of these same workers (1973-1978) as measured by the
amount of salary increases is shown in Table 3, "Progress of NonProfessional Employees as Measured by Increases in Average Salary."
It

is revealed that while the average salary for the non-professional

at the end of Phase

I

(1972) was $5,822.00, and the workers were

temporary; as of September 1979, the average salary of these same

workers was $11,975.00, and their status is permanent.
perusal of their General

Service status indicated that

A further
a

number of the

former non-professional and unskilled workers had moved into the technical
(sal

ranks.

At the earlier date, the salary range was GS

ary— $5,524 .00

to $9,275.00).

(salary $8,366.00 to $22,656.00).

The present range is GS

3

to GS 6

3 to

GS

11

The increases in salary were attained

through promotions, regular and merit step increments, and cost-ofliving raises.

The average increase for the non-professional workers,

after adjustment for inflation, was 39 percent.

—

1

—
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TABLE

3

Progress of Non-Professional Personnel of Anacostia
as Indicated by Increases in Average Salary

Average salary of non-professional employees, 1978-79

$11 ,975.00

Average salary of non-professional employees at the
end of Phase I

5,822.00

Increase

$

6,153.00

Average percentage increase 39% (adjusted for inflation)*
GS level

range

1972— GS

3

GS level

range

1978— GS

3 to GS 11

to GS 6 (salary $55.24 to $9,275.00)

(salary $8,366.00 to $22,657)

increases attained through promotions, regular and merit step increments, and cost-of-living increases.
Cost-of-living increases have
averaged an aggregate total of 60% since 1972.

In

order to ascertain whether the apparent improvements in socio-

economic conditions as manifested by salary increases were being re-

flected by

a

comcomitant change usually associated with an acceptable

lifestyle. Table 4, "Responses to Part

Professionals," was prepared.

C— Questionnaire

for Non-

The questions asked were of

a

personal na-

ture and so it was necessary to state that answering these questions

would be according to the discretion of the respondents.' All, however,
elected to answer the questions.
Included in the responses were data that revealed that 30 percent
of the employees were now buying their homes or already owned them.
(At the time that the Project began, only 11

percent of Anacostia resi-

dents owned or were buying their own homes.)

Another 34 percent indi-

cated that they were saving to buy

a

new home.

A second positive indi-

form of savings
cator was that 93 percent of the employees now had some
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TABLE 4
Responses to Part

C

Questionnaire for Non-Professionals

The following are responses to Part
C-Questionnaire for Nonrofessional employees which was designed to
provide indicators
generally associated with an acceptable lifestyle:
c

.

Responding

.

Statemen t

"Yes"

I

own or

I

own an automobile

530/

I

subscribe to

79 %

I

and my children possess a library card

I

am

I

participate in after-school activities

79 %

I

am

82%

I

voted in the last city-wide election

79 %

I

voted in the last school board election

75 %

I

am buying my home

a

member of

a

30 %

newspaper and/or magazine

a

79 %

church or religious group

75 %

registered voter

a

My family visited the dentist within the year

82%

My family visited the doctor within the year

86 %

I

have a savings account
I

93 %

am saving for:
a

new home

34 %

my children's education

55 %

new furniture

66 %

a

vacation

13%

emergencies

40%

account, with 55 percent of the respondents stating that they were saving for their children's education.

Also, casting

a

positive image was

the fact that 63 percent owned an automobile; 79 percent subscribed to

a

newspaper or magazine; 79 percent were members of the public library (as
are their children); and 75 percent stated that they had voted in the
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last general and/or school board elections.

Finally, 82-86 percent had

visited their family dentist and/or physician during the past year.
To further strengthen the indication of an improvement in the

socio-economic status and lifestyle, data was sought that would reveal
the importance that non-professional employees attached to formal higher
education.

Table 5, "Former Non-Professional

Employees of Anacostia Pro-

ject Who Have Improved Their Education by Attending

a

sity for Credit" provides the following information:
166 non-professional employees of Phase

I

Of

a

total

of

of the Project, 112 or 67 per-

cent had attended college to improve their skills.
paid by the Project or by themselves.

College or Univer-

Tuition had been

Of those reporting, eight had

completed their college work and had taken some graduate courses.

This

takes on an added significance when it is compared with the original
data which showed that of the ten tracts in which the Project schools

were located, only in two had more than 50 percent of the population
graduates from high school

(Tract 74=52% and Tract 75.2=57.5%), and in

Tract 74.4 only 29.3 percent had completed high school.
Also indicant of

a

3

change in lifestyle for participants were the

number who were registered to vote and who stated that they had voted
in both the school

local

boards and the general elections.

In

the first

elections for the Anacostia school boards held in 1969, only 8

percent of the eligible electorate cast votes.

While this was in keep-

ing with the total number of all Anacostians voting in the general elec-

tion, it was still the lowest percentage among the eight wards of the
and Housing,
U.S. Bureau of The Census, 1970 Census of Population
Jletropoli-^
Standard
Virginia
Maryland—
Census Tracts, Washington, D.C.—
1972.
Office,
Printing
Government
U.S.
tan Statistical Area PHC (1 ) 226,
3

—
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TABLE

5

Former Non-Professional Employees of
Anacostia/RENP Who
Have Improved Their Education by Attending
College or
University for Credit

Total non-professionals (non-college graduates)

166

Total

non-professionals attending college or university
during time of employment with Anacostia Community
School Project (tuition paid by Project)

Total

attending college for credit on own
Grand total attending

Percentage of non-professionals improving their
education while employed by the Anacostia Project
Total

city.

non-professionals completing college

103
9

112

67%
8

Now, with 75 to 79 percent of non-professionals participating in

the Project active as voters, this signifies an important change in the

lifestyle of these residents of Anacostia.

The improvement

in

voting patterns is shown in Table 6.

TABLE

6

Comparison of Percentage of Anacostia Voters
in Election of 1961 with the Non-Professional
Employees in 1978

Percentage of Anacostia voters in election, 1961

Percentage of non-professional employees of the Anacostia
Project voting in 1978 elections

8%

74%
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The Community's Concern for Health

The community's concern for health might not have appeared to have
been urgent in the original proposal since it was placed last among the
list of twenty-five priorities.

The primary need that had been dis-

cussed in the 1968 workshop had been to establish

a

clinic which would

serve the needs of the total family--adul ts as well as children.

It was

decided, however, that the Department of Health could best handle this
problem.

The need for improved health facilities was very keenly felt.

There were few physicians, and citizens in need of health services had
to go across the Anacostia River to overcrowded District of Columbia

General

Hospital.

Although for those who had transportation the dis-

tance was not great, it was inaccessible for citizens of Anacostia.

A

circuitous route that required at least three bus transfers and about
two hours travel time was necessary for patients to reach health faciliTwo small

ties.

hospitals were located in the extreme southern part of

the area for those who could afford to pay.

Among Anacostians, these

were few, especially those who would be the beneficiaries of the Project.
Health clinics were later provided in both the southern and northern ends of the community.

A pharmacy and a dental

clinic were also

made available in the new Washington Highland Community Facilities
For those needing mental

School.

health services the Area

D

Mental

Health Clinic was established at the St. Elizabeth's Hospital,
federal

a

large

institution that provided care for those with mental health

problems.

Collaboration with the Project schools provided for excel-

lent mental health services.
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The health care program was apparently
effective as evidenced by

the response in Table 4 which indicated that
86 percent of the non-

professionals stated that they and their families had visited their
physician within the past year, and 82 percent had visited their dentist.

Professional Workers Assess the Anacostia Project

One population group that could assuredly be used in the attempt
to obtain an objective assessment of the Anacostia Project would be those
in the community who did not expect to benefit either socially or

economically from the program.

Such were the teachers and officers who

were employees in the Project. Few of them lived in the area of Anacostia that was included as

a

part of the experiment. At least, during

the earlier years, the professionals, as a group, did not take too kindly
to the Project.

Especially did they view the paraprofessional

s

with dis-

dain-suspecting that they were parent spies or threats to their wellbeing, and considering them to be hopelessly unprepared to assist them

professionally. A close look at the data that were received revealed that
of the total

number, most of the secondary school

willing to accept parent paraprofessional

s

teachers were less

and were much more vehement in

their attitudes toward them than were the elementary teachers. The junior
high school teachers were most critical.

They were opposed to the teach-

ing of reading and/or mathematics in the content areas.

It is

possible

that their training and indoctrination had been so oriented to subject

matter that they were unacquainted with the teaching of skills in the bainstituional
sic areas. Secondary teachers also objected to sharing their
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chores with others

who

they felt were not on

a

par with them intellec-

tually.

Table

7

"Effectiveness of Non-Professionals as Perceived by the

Professional Staff of Anacostia Project Schools," requested the professional

staff to indicate "yes," "no," or "no response" to the items

listed on the instrument.

The data revealed that 64 percent of the

professional staff felt that the non-professionals aided the students
in the area of academic achievement.
in

reading and mathematics.

The aid was concentrated primarily

There were 24 percent who gave the answer

"no response" and 12 percent who indicated that no help was given.

Both

of these groups could have included teachers who felt no responsibility
for teaching these skill subjects since they were outside of their spe-

cialization.
helpful

Sixty-three percent agreed that the non-professionals were

in classroom management, 19 percent did not respond, and 18 per-

cent of the staff recognized no contribution

in

this area.

Sixty per-

cent indicated that there was help from the non-professional

improving the school image.

staff in

Twenty -one percent felt that there was no

help in this regard and 19 percent made no response.

One-half (50 per-

cent) of the teachers and other professionals said that they were as-

sisted by non-professionals in helping them to improve students' at-

tendance and punctuality, while 40 percent gave "no response.

This can

played by nonbe interpreted as teachers' lack of knowledge of the role

professionals in providing services in this area.
On the lower end of the scale were the teachers'

perception of the

the physical needs of
role non-professionals played in providing for

students.

Only 40 percent answered "yes" to non-professionals
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TABLE

7

Effectiveness of Non-Professionals as Perceived by the
Professional Staff of the Anacostia Project Schools

Professional staff indicated that non-professionals were useful as indicated
:

% No

Statement

% Yes

% No

Respon

Aiding students in academic achievement

64

24

12

Helping to provide for the physical
needs of children

40

25

35

Assisting with attendance and punctuality

50

10

40

Assisting with classroom management

63

18

19

Helping to improve the school image

60

21

19

Helping students to improve in the
affective domain

40

10

50

contributing to lessening the needs of their students, with 25 percent
giving "no response"; again possibly indicating a lack of knowledge.

On

the other hand, the 25 percent indicating "no" might have made an effort
to obtain help for students but to no avail, or they may have noticed

that the physical needs of students were not being met.

Finally, the

item "Helping students to improve in the affective domain," might have

indicated that professionals had no recognizable evidence that such

contribution had or was being made.

a

This seems obvious with 50 percent

indicating "no response" to the inquiry.

While the professionals were not overwhelming in proclaiming the

effectiveness of the non-professionals, when weighed against the opposiprofessionals
tion exhibited by some at the beginning of the Project, the

now show

a

relatively positive feeling and support.
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A somewhat different and more positive image is portrayed in re-

gard to the professional respondents' attitude toward the local and the
area boards.

Over 96 percent of those reporting stated that they sup-

ported the concept of parent participation as

a

consequence of their ex-

perience with local and area boards, and, 63 percent reported that their
support of the objectives of urban education had been enhanced as

a

re-

sult of the training that they had received.

The overall assessment of the performance of local and area boards
as perceived by the professionals is given in Table 8.

TABLE 8
Performance of Local and Area Boards as Perceived by the
Professional Employees in Anacostia Schools*

Boards were effective in

Percent

:

Obtaining new facilities

66

Obtaining additional textbooks and supplies

62

Effecting curriculum changes

52

Obtaining additional staff

66

Improving parent/student/teacher relationships

87

Raising the interest levels of parents

87

Aiding in school discipline

31

Assisting in classrooms

31

Raising funds

41

Helping to improve the school

image

Formulation of school's goals and objectives

60
82

*Professional employees include principals, assistant principals,
teachers, supervisors, assistant supervisors, directors, school psychologists and counselors
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Boards were rated highest in improving
parent/student/teacher re-

lationships (87 percent), raising the level of parent
interest (87 percent), and in the formulation of goals and objectives
(82 percent).
They were rated lowest in aiding school discipline

assisting in the classroom

(31

percent).

(31

percent), and in

Only a few more than one-half

thought that boards were effective in helping to develop curriculum.
The responses by schools actually showed great variations in several of

the items, ranging from "not at all" to "to
item in different schools.

make comments.

a

large extent" for the same

Some individual respondents felt the urge to

One school officer, who has since transferred to another

section of the city, volunteered the following statement:

"Without com-

munity involvement, the public educational system cannot be successful
and cannot survive."

Another former officer who elected to return to

the classroom in another section of the city said:

"I

believe that the

Anacostia Community School Project gave hope to many who had no hope.
.

.

.

The Project gave citizens of the area excellent opportunities to

change the indifference with which the (local) government had treated

the multifaceted problems of the community.

The community became edu-

cated in the politics of change and accountability of government.

They

also became activists in pursuing their goals and objectives."
There were also professionals who expressed "no confidence" in the

concept of parent participation via elected school boards.
buted their posture to

a

Some attri-

lack of their own participation, and they,

therefore, had little knowledge about the Project and what it was doing.

Especially was this true of teachers and officers who had only recently

joined the division or region.

Only one principal and one assistant
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director indicated that they supported parent participation "not at
all."

It was

interesting to note the attitude of the principal since

the person who had preceded him as principal had given an unqualified en-

dorsement of the concept, and the local board of the school was one of
the most active and effective of all of the Project schools.
Professional personnel were enthusiastic in their praise of the

opportunities available to participate

in the staff

development and the

in-service training which were provided by the Project.
of the professional

A large number

staff stated that they had taken college and uni-

versity courses for credit.

As a result, some were able to become fully

certified for their positions; others were awarded an advanced degree;
still

others received an increase in pay; and some few accomplished

al

1

of these.

Although advancement of professional personnel into the areas of

administration and supervision was not

a

stated goal

,

growth that many of the personnel experienced resulted
ing promotions and citations for excellence.

the professional

their receiv-

in

Some were advanced while

working in Anacostia; others were promoted later.

Table

9

shows adminis-

trative and supervisory positions to which professional employees of the
Project have been promoted.
The three senior high school

principals listed in the table

are in schools outside of the Anacostia Project area.

The same is true

of two of the junior high school principals, three of the elementary
school

Schools,
principals, the two assistants to the Superintendent of

assistant
the system-wide reading supervisor, and seven of the

no
TABLE

9

Administrative and Supervisory Positions to Which the Professional
Employees of the Project Have Been Promoted

Position

No

Assistant Superintendent of Region
Senior High School

1

Principals

3

Junior High School Principals

4

Elementary School

#

Principals

19

Supervising Director of Reading

1

Supervisor of Reading (Region)

1

Supervisor of Mathematics (Region)

1

Assistant Principals (all levels)

33

Assistant to the Superintendent of Schools

2

Assistant to the Superintendent of Fairfax County

1

Assistant to the Regional Superintendent

2

Section Chief, U.S. Office of Education

1

Personnel Staffing Specialists (Central Office)

2

Directors of Special Programs

4

principals.

All of these persons hold permanent positions wherever they

are employed.

Local

The final

and Area Boards Give Views of Impact

population group that was

a

part of the sample popula-

tion consisted of the elected local and area boards.

paid participants.

These were the un-

The data provided by them were objective to the de-

gree that they sometimes needlessly downgraded their own performances.

Table 10, "Board Members' Perception of Their Impact Upon the

Schools," reveals how those who served felt they impacted upon the
schools.

Indications are that they were much more comfortable in

Ill

TABLE 10
Board Members' Perception of Th eir Impact
Upon the Schools
Percent
Agreeing

Statement

Assisted in improving school plant and facilities
Assisted in getting more suitable textbooks

73
60

Aided in obtaining more and better supplies

66

Participated in the selection of school staff

73

Assisted in formulating school

53

's

goals and objectives

Assisted in making curriculum changes

53

Participated in the evaluation of school program

56

Participated in preparation of annual budget

73

Helped to improve parent/student/ teacher relationship

73

Helped in providing funds for jobs and training

66

Changes in Schools
Helped to improve response of schools to students' needs

80

Improved the school 's acceptance of its responsibility
for achieving goals and objectives

80

Helped students understand and better master skills
needed as adults

80

Helped students feel good about themselves and become
confident that they could control their own destiny

73

Helped students improve in art of communicating with
all races and levels

46

Helped in providing
students

73

a

better learning environment for

claiming contributions in areas of change, except in relationship to improving communication with other races.

This could have been due to the

fact that there were few white students in most of the Project schools,

and little opportunity was afforded them to observe this aspect.

Board

members were less likely to claim credit for "assisting in formulation
of goals and objectives," "assisting in making curriculum changes," and

"participating in the evaluation of the school program."
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Even though local and area board members spent a great deal of

time serving on the boards and their committees, there was no provision

made for compensating them.

Actually, there was

a

need to subsidize

them so that they could take care of such expenses as transportation,
baby sitting, and being able to be absent from their jobs without leave

and/or pay.

There was also the need to insure their participation

would not be sacrificed because they could not afford the extra expenses.
Subsidies to cover these costs would not be unlike those paid by large

corporations and to superordinate staffs in public and governmental
agencies.

Under Phase

I

of the Project such a stipend was given to

those requesting it, but this practice was eliminated in Phase

II.

The

failure to continue to provide subsidies for those who could not afford
to pay the extra expenses resulted in a decrease in the number of board

members present at the meetings,
purpose, and
pants

a

a

noticeable change in emphasis and

lessening of interest on the part of some of the partici-

.

Parents were also asked to rank the future needs of schools, based
upon their experience as board members.
11

The results are shown in Table

.

Parents

(board members) cited more and better trained teachers (90

percent of the respondents) as the number one need.
newal

This suggests

a

re-

of the confidence in teachers that appeared to have waned at the

beginning of the Project.

The feeling of the importance of parents be-

by the high rank
ing involved in the educational process is in evidence
(tied for number 2);
that was accorded "participation of local boards"

and the rank given to "more attention to basics'

demonstrates that
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TABLE

11

Future Needs of Schools, in Rank Order,
as Perceived by School Board Members

Need

Rank Order

More and better trained teachers

1

More participation by local boards in the school program

(2-3) tie

More attention to basics

(2-3) tie

Smaller classes

4

More and better trained other staff

5

More supplies

6

Better facilities

7

More attention to the development of character traits

8

More opportunities for extended day programs involving
parents, students, and community residents

9

More innovative teaching

10

More decentralization of management functions

11

More attention to other than regular classroom
subjects (art, music, shop, P.E., etc.)

12

The rela-

parents feel that this is an ongoing function of the school.

tive low rank that was given to "more attention to the development of

character traits" would signify that this to parents is less

a

function

of the school than perhaps some other agency like the home or church;

while the lack of confidence in innovative teaching (number 10) illustrates

a

disappointment with such new techniques as "open schools,"

"non-graded classes," and "differentiated staffing," all of which they
had had some acquaintance with in Project Schools.

Finally, the last

ranked "more attention to other than regular classroom subjects," again
stress
gives sustenance to the awareness of the ever-present need to

basics, even at the sacrifice of the more specialized subjects.
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On the whole, the responding board members were convinced of
the

importance of the existing school program.

That they gained more con-

fidence as their experience increased, and they were able to see the
results of their efforts, is apparent.

The professionals, too, as

group, had begun to realize that parents should be allowed

a

a

formal

collegial relationship with the schools, at least "to some extent."

and
A

comparison of how professional staff perceived performance of area and
local
12

boards with how the boards perceived themselves is shown in Table

.

TABLE 12
A Comparison: The Performance of Local and Area Boards
as Perceived by Professional Employees and
by the Members of the Boards
Professional
Employees

Board
Members

Obtaining new facilities

66%

73%

Obtaining additional textbooks

62 %

63%

Making curriculum changes

52 %

53%

Improving parent/student/teacher relationships

87%

73%

Screening and selecting staff

66%

73%

Raising interest levels of parents

87%

80%

Aiding school discipline

31%

73%

Participating in workshops and conferences

68%

93%

Providing additional funds

41%

66%

Assisting in formulating school goals and
objectives

82%

53%

Helping students improve in academic skills

64%

80%

60%

oo

Boards were effective in:

Helping to improve the school

's

image

o
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In

Table 12, both populations were asked to respond "yes" or
"no"

to the statement.

A number of professional employees made no response

to items 7 and 9 largely because they did not feel that they had
enough

information to provide

a

agreement (although

varying degrees) on all of the items except two,

in

correct answer.

Under these circumstnaces,

indicates that the two populations were essentially aware of the role
and contributions of the local and area boards.
Finally, the extent to which parents were satisfied with the

schools and program in the Anacostia Project is shown in Table 13.

In-

cluded are parents who were board members as well as those parents who
were employed by the project.

TABLE 13

Extent of Satisfaction of Parents Who Participated
in the Anacostia Community School Project

Parents whose children attend or have attended
Anacostia schools

93%

Extent of satisfaction of parents with the
Anacostia program:
Very satisfied

36%

Somewhat dissatisfied

58%

Dissatisfied

6%

Parents who were very satisfied with the schools and school programs were generally those whose children had completed school and were

now either furthering their education or who were reasonably successful
in their chosen field.

The "somewhat satisfied" were for the most part,

parents whose children were still in school.

Some of them, although
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liking the school, expressed dissatisfaction with teachers and school ad-

ministrators.

The "dissatisfied" parents were those who had lost faith

in

both the school and the school program.

"I

was dissatisfied and that is why

I

As one parent expressed it,

put him in private school."

Of

those who were satisfied, the following comment generally sums up how

they felt:

"As a result of my association with the Project,

better understanding of what
have personally improved;

I

I

I

have a

need in dealing with my own children.

I

have a better respect for the school ad-

ministrators and the community.
of teachers and children,

I

.

.

.

Through the gained understanding

can better help my children, and

I

can com-

municate the facts of the District of Columbia school system to those
who need to know about it."

Utilizing the above data and other data that are now available,
the final chapter will examine the extent to which the stated hypotheses
have been tested; and, will cite the implications and the ramifications

of the results.

CHAPTER

VI

THE IMPACT OF COMMUNITY CONTROL ON THE ANACOSTIA
COMMUNITY:
IMPLICATIONS FOR THE FUTURE

Testing the Hypotheses

The data that were derived from the surveys and interviews have

furnished indicators that give credence to the general statement of the
hypothesis:

"Since urban school boards and their hired staffs have

proved to be ineffective in instituting needed changes
trol

by the community becomes

a

.

.

.

local

con-

replacement strategy that is desirable

and necessary to bring about changes in the lifestyle of community resi-

dents."

The statement continues, asserting that "reforms and changes of

substance can best be realized when operations are closely scrutinized
and controlled by those who utilize and support the services."

Proceeding from these concepts, the Anacostia Community School
Project embarked upon

a

mission that is still not popular with school

staff nor with regular community leaders.

It

is one which requires edu-

cators to accept responsibilities not usually associated with the
schools. The extra burden, in and of itself, could have been sufficient
to induce failure, but the community remained resolute, faced obstacles
as they occurred, overcome them, and was able to attain many of its

goals and objectives.

Outstanding among their accomplishments has been

the success realized through "Project Organization and Community Parti-

cipation."

It

was this component that was in the forefront and was

raise
utilized to institute the type of changes that were necessary to
extent that they
the levels of the participants and the community to the
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gained in the attributes that are associated with an acceptable lifestyle.
Because the component was made up of

a

group of in-house parents and com-

munity residents who were independent of the schools, it was able to accomplish some things which neither of the groups could have done alone.

Social

Social

Indicators Reveal the Extent of Progress

indicators, as used in this study, are defined as

tative measure of the quality of life.

population in relation to

a

a

They reveal the status of

perceived social objective.

quantia

These indica-

tors have provided the basis for concluding that the Project progressed

toward its objectives in significant areas. Socio-economic conditions
was one of the indicators.

This indicator was further broken down into

"jobs and employment," "promotions and salaries," and "tenure."

Indica-

tions were that there was upward mobility in regard to all of these by
the parent participants in the Project who, previous to their joining

the Project, had no skills and required extensive on the job training.

This upward movement fulfilled one of the purposes set forth in the original

workshop.

But, it did more than that, for there were unforeseen

and unanticipated benefits that accrued to the community during the pro

cess

.

An example was the fine relationship that was forged between par-

ents and professionals when it became necessary to oppose the federal

bureaucracy.

While the community and committed parents were attempting

there
to reach their objectives, they also learned to persevere, even when

were "unhappy" teachers, "distraught" parents, and "indifferent
officers.

school
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That parents who were formerly unnoticed and disregarded
were now

respected and were gaining an awareness of the possibility that
they
might have some control over their own destinies, was revealed by
their
new and varied interests.

Large numbers were now buying homes, reading

books and newspapers, and an exceptionally large group were voting in
school

and city elections.

They further demonstrated social development

by participating in after school and church activities, and they showed

their growing stability by evolving habits of frugality so that they
could pay for their homes and their children's education.

Not only was

future schooling for their children deemed important, but educational

improvement for themselves gained in import to the extent that 67 percent had enhanced their education by attending college and/or university.

This is

a

significant gain, for, in spite of the recent and pre-

sent attacks upon education, it is evident that schooling maintains
high value in American thought and culture.

It

a

is, moreover, the path

that leads to upward occupational as well as upward social mobility.
Educational attainment is directly related to subsequent levels of earnings, as they are to types of occupations in which people are engaged.

The local and area board members (most of whom were non-working

parent participants) were important factors in the overall changes that
took place as they labored to develop new goals and objectives, improve

curriculum, evaluate programs, and participate in the day-to-day activities of the school.

Unlike some school -rel ated groups, they chose not

to sit on the sidelines and wait for involvement through bureaucratic

favors, but, rather, demanded to be directly involved in the education
with
of their children and to have a collegial and parity relationship
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those associated with the learning process.

Nor did they seek an adver-

sary posture with school professionals, but they were not averse to taking stands on issues when their views differed from those held by the

school

bureaucracy.

Parents learned to expect accountability from teach-

ers and school administrators as well as from District of Columbia and

federal officials.

Local

their desires and demands.

school

board members were not extravagant in

The objectives which they sought did not

vary substantially from those that were demanded by the more affluent

population groups--adequate facilities, sufficient books and supplies,
wel

1

-prepared teachers and other personnel, and perhaps most important

to them, a prominent role in any decision-making process which involved

their children, the community and themselves.

Being on the scene daily

made them more aware of needs and problems and it provided them with

first-hand information with which to make practical and timely recommendations for solutions.
The professional staffs began to realize more that parents and the

community were needed resources and they were able to make contributions in the recondite areas of instruction and curriculum, just as
they were able to provide better facilities, materials for teaching, and
moral

support.

In situations

where parents and community were fully

utilized, there were improvements in all aspects of the learning process.

dents.

stuParents became partners in education along with teachers and

This led to

a

better understanding of the roles each needed to

play if progress in total

learning was to be the result.

are that
And so, in terms of these indicators, implications

parents are not only
schools in an urban setting should realize that

J
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important but they are essential if schools are to be successful in pursuing their goals and objectives.

This means that schools must include

parents in their day-to-day activities and programs, and they must also
be included when the budgets are being developed.

No

longer can urban

areas expect to have volunteer parent groups perform the additional duties that urban schools require.

These are human services that must be

paid for and the investment of funds in "human capital" will result in

return that far exceeds the amount invested.

The salaries of the non-

professionals alone of the Anacostia workers contribute
Gross National

a

a

sum to the

Product that is greater than the total amount that was

expended on their training, and this investment is continuing to yield
returns, not to mention the changes in their socio-economic levels and

lifestyles which hardly anyone doubts will eventually result in the uplift and upgrading of the achievement levels of their children.

The de-

cision to spend in order to improve the school and the clients of the
schools should pose no problems.

There are enough success models to de-

monstrate the worth, and, as was observed by B.

F.

Skinner, surely the

priority for improving education in our cities and public schools

is

not

less than sending men to outer space and to the moon
To illustrate the feasibility of, and to substantiate the second

portion of the hypotheses which states that "children of participating
parents will benefit from the freedom of having been

a

part of the

decision-making process, and that their children will experience new
behavior patterns that will favorably affect the response to school

^

Knopf,

B.

F.

Inc.

,

Skinner, Beyond Freedom and Dignity
1971

,

p.

4.

,

New York:

Alfred A.
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programs which they and their parents have had

a

role in planning and

implementing," two of the school programs that originated with the Project were examined.

Anacostia Pre-School

During
Pre-School

original

a

:

A Model

Program

structured interview with the director of the Anacostia

program, the question was raised as to whether or not the

goals and objectives of the program had been attained, and if

they had, to what extent they had been realized.

Information was pro-

vided that showed that the program had not only reached its original

stated goals, but had exceeded them in many respects.

The number of

children and staff in the program had doubled, and the program had been

replicated in all schools within the Anacostia area.

Additional funding

had been supplied by the District of Columbia public schools.

Parents,

said the director, were continuing their involvement which was required
for Head Start, into the elementary school

grades.

were continuing to learn along with their children.

This meant that they
As further indica-

tion that the program was succeeding, information was supplied about
local

experiment called "Developmental Continuity."

a

This special model

applied the Head Start concept to twenty-five childrein in the Anacostia

program in an effort to ascertain what the results would be if they were

maintained in the program from age 4 to age

8.

The only basis for selec-

solid
tion of the children was parent involvement, the theory being that
chilparent backing would make the difference in the performance of the

dren.

Parents also received training each month.

The same social ser-

health services were
vices, the same nutritional services, and the same
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provided for parents and children as needed.
ferently.

Nothing else was done dif-

The assigned teacher had excellent rapport in working with

both the children and their parents developing skills in the
cognitive

areas.

After

a

period of four years, the results are in.

Every child

tested at, or above, grade level in reading and in mathematics, and all
were socially prepared to transfer to

a

regular elementary school.

There were five children who made outstanding gains in achievement test
scores in reading and mathematics at the sixth grade level and above.

Inasmuch as parent involvement was the only requirement for children to
be selected for this program, it was concluded that the primary reason

for the progress shown by these children was that they had followed the

Anacostia model that insured that solid parent backing and involvement

would make the difference.

2

The Ballou Data Processing Program:

A Success Story

The second program that was examined through the interview method
was the Ballou Data Processing program.

This program was sought out,

planned for, and monitored by the Anacostia Project.

It has not

only

exceeded its expectations in terms of its objectives, but it has been
judged

a

"model

program" by

a

national

survey of programs for computer

training that ranged from the elementary school through the university.
Out of the six thousand that were evaluated, only thirty-one schools

were selected as models.

Of the six categories used to judge the pro-

gram, the Ballou effort was exemplary in four.

Only three were needed

^Beverly L. Thomas, Interview held at the Anacostia Preschool,
Washington, D.C., August 29, 1979.
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to be classified as a model

school.

The program has provided assistance

to its students in the instructional

subjects, including mathematics,

science, social studies, and business subjects.

Teachers at Ballou High

School, and at other schools and colleges throughout the Washington, D.C.

area, have received training in the use of the computer for which they
have been awarded college credit.

Presently, according to the director,

over eighty teachers at Ballou, plus teachers at ten other high schools
of the city, use the facilities either directly or via terminals that
are located in their schools.

The director was especially proud that

students were servicing small black colleges that do not have computers.
It

was also noted that graduates from Ballou had been hired at all

levels of computer programming in six languages.

System-wide, the pro-

gram has greatly expanded the guidance function for high school students by making it possible to retrieve in

a

few seconds information

that students may want to know about any major college or university in

the country.

The program continues to expand in capability each year,

and its possible impact on students in the future, in the words of the

director, "is almost incomprehensible."
of students at Ballou High School

"Already," he said,

"80 percent

have the opportunity to make use of

data processing and computer programming before they graduate."

3

The

Ballou
paramount success of the program has been the organization of the

Math/Science Mini School,

a

magnet program built around computer science

of the area who are
for students of Anacostia and other students outside

interested in

a

rigorous treatment of mathematics and science.

High School, Washing^Henry M. Thompson, Interview held at Ballou
ton, D.C. on August 20, 1979.
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These two programs, which were developed as

a

result of parents'

persistence and intervention, indicate changes of substance, and support
the second portion of the hypotheses which deals with services to children.

The results would suggest that both of these programs should be

continued, expanded, and replicated in other urban areas.

The dollar

cost should not be a deciding factor for these are the types of pro-

grams that are needed to raise the hope factor for urban citizens.

This

investment in "human capital" must be viewed in light of the expected
return.

The experiences of Anacostia make untenable any argument or

discussion that school

systems "cannot afford" the programs.

long run, those traditional

In the

programs that are no longer productive and

yield little return, are the more costly.
The third and final

portion of the hypothesis states that "after

an extended period of participation, the results of community control

and parent participation in the schools can be measured substantively

and statistically."
in part.

The substantive aspect has already been dealt with

To further substantiate the premise, and to show statistically

that the changes

in

socio-economic status, and subsequently in life-

style, can be measured quantitatively, an analysis of variance, comparing the average income of non-professionals in 1972 with the average in-

The ANOVA Summary Table 14 below indi-

come in 1979 was accomplished.

cates the results.

It can be

observed that there was significant in-

crease at the .05 level as was predicted by the hypotheses.

significance is apparent at the

.01

level.

Also, the
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TABLE 14
ANOVA Sunmary
Source

Sum of Squares

Treatment

Degrees of Freedom

Mean Square

1

90173131.78

90173131 .78

Error

1718295.63

39.88

22609153.03

76

The hypotheses for the ANOVA are as follows:
H

:

0
H

:

1

where M

a

M
M

a
a

=M b
> M

b

(null)
(

a ^ ternati ve)

represents the average non-professional

represents the average non-professional

jected at alpha

= .05 in

favor of

H-j

income

in

income in 1972 and
1979.

Hq will

be re-

if the computed "F" statistic in the

ANOVA is greater than 3.98 (critical F).
For those who require objective measurement in order to accept

confirmation of this portion of the hypotheses, the results, even without extrapolation, should be convincing.

is not intended to suggest

It

by the validation of the results that there is indicated a final or even
a

satisfactory solution to the problem of improving lifestyles

in

the

process that is moving

in

a

urban community, but it does point to

positive direction.

a

It also shows that without resorting to drastic

changes politically as some have recommended

,

distribution of income can

be accomplished in such a manner that there will

be changes in lifestyle

and social ladders.
of those who are at the bottom of the economic

Moreover, there will subsequently be

a

change

population.
(as newly defined) of the subject

in

educational achievement
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While these indicators of social and economic progress have by no
means been exhausted in this study, those that have been mentioned are

sufficient to arrive at implications and ramifications for the Anacostia
Project that make it an important adventure and experience in the study
of community participation and/or control of education.

Some Further Implications of the Anacostia Experience

What then, are some other implications of the Anacostia experience?

First,

"community control," "parent involvement," "parent parti-

cipation" or by whatever name we choose to call it, indicates that it
is

necessary for the community and the parents to become

a

part of the

decision-making process in the operation of the school system.
establishes

a

"hope factor" for all

It

inner city residents, and, it pro-

vides the opportunity for them to enjoy real freedom and to develop the

feeling of joy that comes when one knows that he is controlling his own
destiny.

The Hope

The study supports the exegesis of Urban Education:

Factor when it holds that there must be new careers in the human services which provide for placement of the unskilled and the uneducated

populations into permanent jobs with the opportunity for the more

talented to advance into positions that are highly favored, and which
also permit them to contribute to the well-being of society.

4

A second implication is that there should be a willingness on the

part of the larger community to invest in human capital, a phenomenon

John
Atron Gentry, Byrd L. Jones, Carolyn Peelle, Royce Phillips,
PhilaWoodbury, Robert Woodbury, Urban Education: The Hope Factor
delphia: W. B. Saunders, 1972, p. 105.
4

,
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advocated by Dr. Byrd

L.

Jones.

investment in human capital

.

His assumptions are that learning is an

"It enhances," he states,

"productivity

and it provides the opportunity for individuals to invest in their own

competencies and to enjoy

a

fair reward.

.

.

.

Further, if human

talents and preferences are fairly equally developed, and opportunities

opened to all, then personal rewards and social benefits would seem reasonably connected to both efforts and contributions to society."

Jones

also speaks to the necessity for urban community development to involve
a

trained population with stable employment providing

living and effective public service.^

a

high standard of

Since schools only start

a

life-

long process of acquiring valuable information, continued on-the-job

training is deemed

a

must for the peripheral work, for it is indicated

that "careful estimates have generally credited more than half of

a

worker's earnings to skills acquired on the job rather than through
formal

training programs or in school s."^
A good example of investment in human capital was the federal

Career Opportunities Programs that were funded under the Education Professional

Development Act of 1968.

The programs resulted in ten thou-

sand educational aides working in schools and being enrolled in parti-

cipating colleges and universities.

The participants received credit

classroom as
for experiences that they had had while working in the
aides as well as for the courses that they took.
c

While the Anacostia

Some
Incomes:
Byrd L. Jones, "Schools, Information-Seeking, and
Responses to Issues in Education
Economic Perspectives » Meforum:
Community
1973)24-28; also, unpublished document on "Urban
1 (October
Development," passim.
6

Ibid.

^Ibid.

.
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program was not

a

part of the Career Opportunities Program, many of the

objectives and activities were the same.

The Anacostia program was

a

part of a larger design which envisioned the entire community as bene-

fiting from the contribution and training that were being given to the
aides.

Moreover, the expectations were that the benefits derived would

be extended to the children of the aides and that there would be a

multiplier effect.

Usually, plans sponsored by the colleges and univer-

sities were much more sophisticated and elaborate in planning and scope.
It is supposed that a current evaluation of these programs would reveal

gains as extensive or even more than were those achieved in Anacostia.

What is needed is for this same concept, with the same guidelines, to
be extended to other areas of human services such as health, welfare,

police work, etc.
in

Private industry should also be encouraged to invest

these workers
That there will be adequate employment opportunities in urban

areas in the services occupations is attested to by Bennett Harrison who
states that the "suburbanization of jobs and skills has been overHe maintains further that "the most rapidly growing sector of

played."

the American economy--publ ic service employment--al ready displays

a

strong propensity to locate in the core city, and in the future the lo-

cation of such jobs will be (or can be made to be) to some extent
directly subject to government control as an instrument of employment
policy."

8

Harrison also stated that

a

major cause of unemployment in

8

Bennett Harrison, Urban Economic Development: Suburbanization,
Washington
Minority Opportunity and the Conditions of the Central City
76-77.
The Urban Institute, 1974, pp.
,

.
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the cities is due to suburbanites commuting to the core where they con.

tmue

to work.

9

Further indication of the problem existing
came from the mayor, who in an address to

a

in

Washington, D.C.

citizen's group

in

October

1979 stated that only 26 percent of those engaged in apprenticeship

training in the building trades--carpentry, electrical wiring, brick
laying, concrete finishing, painting, etc. --in the District of Columbia,

were residents of the city, rather they were commuting from the surrounding suburbs to learn the most highly paying skill

trades.

These pronouncements from authorities in the field support the

Anacostia idea in which the investment in human capital, with much of
the funding having been originally provided by the federal

has paid off

government,

terms of social advancement, political astuteness, and

in

economic security for those involved.
their children have all benefited.

The community, families, and

Schools, too, have been helped in

performing their usual rituals for children as parents have begun to
earn a better livelihood and have become more knowledgeable and

sophisticated in dealing with some of the complex issues of education.
But, some authorities and citizens are still confused as to the

role they should play.

The mayor of a large urban area has suggested

tiying to
that the school problem could be solved if schools would cease
to eduprovide social services to children and their families and stick

cation.

school
This would at the same time permit him to reduce the

budget and close down some of the educational facilities.
the backing of
g
y

Ibid

a

The mayor has

that
part of the press which asserted, editorially,
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this would make it possible for the city government to cut taxes and
save money.

Although this would be

a sad

solution to the problem of educating

urban children, sadder still is to hear

a

black member of the city-wide

board of education exclaim that after ten years he is opposed to com-

munity control and community involvement because

a

legal opinion has

been "expressed" that community control may have been illegal.

Brighter reactions and responses have been given by some.

Carmon

St. John Hunter and David Harmen in their late report to the Ford

Foundation, suggested that

a

major shift in national educational policy

is necessary to serve the needs of disadvantaged adults.

They recommend

the establishment of new pluralistic community-based initiatives whose

specific objectives will be to serve the most disadvantaged hard core
poor.

They also indicate the need for proper funding.

Another positive response comes from

a

10

headmaster at

a

leading

eastern prep school who averred that although changing education in
private school

is different,

his school was committed to family educa-

tion , not just child education.
to

"jar our educational

a

He called for decisive national

action

system out of its inch by inch mentality."

"We,"

he continued, "need to redefine our American values and insist that our

schools express them."

He also advocated that there be a moratorium on

existing standards such as test scores, course requirements, and

teacher training.
the school

10

"Bring the parents into the school," he said, "and

into the family.

Make the school take an active role in the

Illit eracy in
Carmen St. John Hunter with David Harman, Adult
the United States, New York: McGraw-Hill, 1979.

132

community and give the community new teaching responsibilities
school."

in

the

He recognized that there might be attendant problems, but he

felt that the creative capabilities of the American people would result
in their sol ution

J

1

Some governments

— state

and local --have realized that the school

bureaucracy, including the city-wide boards of education, do not have

the answer as how best to educate children, and they, therefore, need
help from parents and community.

The state of California requires

elected bodies in their school organization
state funds.

in

order to receive certain

The cities of Detroit, New York, Salt Lake City, Washing-

ton, Minneapolis, Boston, and many others, are at various stages of com-

munity participation in decision-making.

The National Teacher Corps,

after ten years of operation with volunteer parent participation, has
now made it mandatory that school systems that participate in its pro-

grams accept parents and community on

a

parity basis in all phases of

its program--planning, operation and evaluation.

A final

implication that perhaps needs some discussion is that the

Anacostia experience suggests some limitation on the extent of "control"
granted to communities in urban areas.

While the limitation could be

relative to circumstances, including size and intellectual climate, ex-

perience in the Anacostia Project posits the following as better

handled— both as to policy and procedure— through

a

centralized office.

Gaul, "How to Educate Our Children to Feel
Washington Post , OEP, May 29, 1979.

^John

W.

Equal," The
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Staff certification and eligibility

.

is desirable that the certifi-

It

cation and eligibility requirements for the staff be uniform

in

order to

insure that all schools receive personnel which possess at least the

minimum requirements.

This is not to suggest that there will be less op-

portunity for ideas such as the use of differentiated staffing and

a

cur-

riculum that is in keeping with the wishes of the community, but is an

attempt to guarantee that all children will receive basic personnel and
basic learnings that have been accepted by the system as

Provisions for pay and salary adjustments

.

a

whole.

A central office can better

provide services that are needed to keep up with pay and perform the ac-

counting that affects one's pay.

Leave, promotions and retirements can

best be handled by the central office and board.
of finding competent personnel

Also, the difficulty

in the fields of finance and accounting

adds to the desirability of centralizing the operation.

does not preclude or restrict innovative use of staff.

Again, this

There should be

arrangements that will permit employing per diem workers for short term

assignments and for altering salaries--up or down--in order to attract
personnel for services needed.

Procuring equipment, books and supplies

.

Efforts to purchase items that

to
are utilized daily and in large quantities in the classroom, proved
be a momentous task.

Especially was this the case when there was the

of the geoneed to obtain bids, and to buy from firms that were outside

graphical area.

Contracting posed another real problem as interpreta-

from city to city.
tion by companies differed from firm to firm and

large urban communities, where more than one school

is

involved,

In
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purchasing can be more effectively accomplished by
What

js_

needed is

a

a

central office.

group that is representative of all who will be us-

ing what is to be purchased and who will

keep current on products that

are available, and then work to insure that the needs of all children

and staff are met.

Employer and employee relations

.

Because

a

great deal of expertise is

needed to deal with the problems of teacher unions and other professional

associations, policies and procedures

handled centrally.

in

this regard, can best be

The several communities, taken separately, would be

no match for the astute legal aid furnished by the AFL-CIO and the Na-

tional

Education Association.

tration for the schools.
needs further study.

The results would be confusion and frus-

The entire field of labor relations in schools

The question of whether or not parents should be

party in the negotiation process

is

still

a

unsettled, and there is much

to be said for both points of view.

Food services for children

.

In

order to take full advantage of the many

opportunities provided by the Department of Agriculture to improve the
health and nutrition of children nationally, at nominal cost, it

is

mandatory that policies and procedures for this school activity be centralized.

The federal government would not likely find it feasible to

economical
negotiate services with individual schools, nor would it be
to do so.

And, with the large number of needy children in urban cen-

quality food for the low
ters, it would be unwise to attempt to provide
Agriculture.
prices that are available through the Department of
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Depending on the locale, there may be other management type activities that require that policy and procedural decisions be made centrally.

The communities, however, should be given an opportunity to

make decisions whenever it is practicable.

The role that the community

plays should be based on reality factors.

Budget alone, e.g., must not

be the deciding factor.
In terms

of governance, there is

a

caution that the members of the

community should be aware of, it is that those who benefit by
in

lifestyle as

a

change

result of participation and involvement, may tend to

a

either take on some of the less desirable characteristics of the system
that they have sought to change or they may let themselves be replaced
by those who do.

It, therefore,

is

incumbent upon those in the com-

munity who wish to bring about desirable changes in urban communities,
and maintain them

,

that they do not forget that the real purpose of

education is to enable all persons of the community to realize their
true worth, and that they must not be misled by the slogans and myths
that permeate the schools such as:

"back to basics," "improved

standardized test scores," or other epitaphs.
In

summary, the study accepts the alternative hypothesis and re-

jects the null

hypothesis, i.e., the data reveals

a

statistically signi-

ficant difference in the attributes that are used to indicate an improved lifestyle.

After

a

period of eight years

a

majority of that por-

tion of the community who were employed by the Project indicate that
they are still gainfully employed in

a

permanent position, and that

they became
their salary is much improved over what it had been before

involved with the Project.

They also acknowledged that they are voters
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the school and city-wide elections, and that they
have improved their

formal

education.

In

the area of health, facilities in the community

have been improved and they and their families take advantage
of the op-

portunity to provide for their health needs.
The participants also indicate that they have

a

renewed interest

in schools, including both their successes and problems, and that they

are at least "somewhat satisfied" with what the schools are accomplishing.

Moreover, they are aware of their own contributions that are being

made in an effort to insure the success of the schools.
The gains that have been made by the participants are attested to
by school

professionals and by community residents who have also been

working with the employed people of the community to improve both
schools and the Anacostia community.

These community residents have

been largely responsible for the vast improvement in buildings, facilities, equipment, and books and supplies, and for improvement in the at-

titudes and performances of teachers and staffs.

They have also worked

to clarify goals and objectives and to improve offerings and curriculum

of the schools.

Whether there has been an overall

improvement in

achievement test scores in reading and mathematics has not yet been
established, but participants are confident that, at least for those
homes where there has been a change in lifestyles because of improved

socio-economic, health, and education status, the children will be affected.

Further gains are evidenced by two highly successful

programs--the

Anacostia Pre-School and the Ballou Data Processing— that were started
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by the community and have been nurtured until they are now acclaimed

nation-wide for the contribution they are making.
Indicant also of the success of the Project is the fact that much

of it has continued in Anacostia, and also many facets have been pre-

cursors of what is happening in other areas of the city and beyond.

The City-Wide School Board:

Is

It

Needed?

Perhaps the main ramification of the Anacostia experience for the

schools

is

that the city-wide school

boards--whether elective or ap-

point ive--as_presentl y_or2anj^

have become archaic and

j

obsolete, especially in large urban areas.

They have served

but they no longer appear viable and functional

a

purpose,

in terms of the needs of

the inner city because they have become too far removed from the local
school.

Since they no longer seem capable of rendering real help in

making policy decisions, they often resort to engaging in administrative
chores and seeking to manage the schools, a task for which they are

hardly prepared.

Most school board members in urban areas have become

highly politicized,

fact that they do not deny.

a

They, therefore, end

up exerting pressures on some; while they find themselves yielding to

pressures from others.
Perhaps school
a

systems need to rethink their organization and hire

his adschool executive (Superintendent of Schools) who would have as

visors and monitors an independent body that would meet possibly

quarterly.

Selection of this body would be on the basis of members’

as educaknowledge and expertise in dealing with such broad subjects

and other policy type
tional philosophy, finance, health, law, business,
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issues.

Their primary responsibility would still be the selection of

the Superintendent of Schools.

with either on

a

Other policy matters would be dealt

regional basis where schools are decentralized, or on

school -by-school basis where the schools are not decentralized.

a

The

effect would be that the policies of the schools would be set at the
local

level

by those who have an immediate knowledge and concern for

problems and needs at the level where the response would be most urgent.
In

all matters of interest at the level where all

schools are affected

in the same manner, the decision would be by the monitoring body and/or

the Superintendent.

Indications are that there would be few decisions

that could not be made at the lower jurisdictions, but if there were

occasions when agreement became

a

problem, provisions could be made for

hearings and referees as is presently the case.

Finally, there is thorough disagreement by the writer with the
thesis of Jencks in Inequal ity which states that one can expect little
social

and occupational mobility between children and their parents.

This may be the case when there is not a sincere and positive effort to

improve the status of parents and their children.

Nor is there toler-

ance with the principle of gradualism, but also ineffectual

dency upon

a

is

depen-

panacea that promises delivery of functional educational

competencies within

a

education is basically

specified time.
a

What must be remembered is that

process as well as

a

product

.

Although there has been important improvement in Anacostia
public education, in housing, in health, and

in

in

job opportunities for

too many "Winston Streets'
the poor and black, there still exists there

1

.
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(Ulf Hannerz's Soul side ) and too many residents who resort to

"

Tally

1

s

Corner " (Elliot Liebow) because either they have not had the opportunity

or they are denied the chance to seek and make

a

better life for them-

selves and their families.
The reality of the situation is that there must be

the part of

al

a

commitment on

of the members of the community to face up to the insti-

tutionalized problems of white racism, black apathy, unsuitable welfare
and poor reform efforts, and unequal opportunities which permeate all
facets of society.

It

is understood that, just as complete and ade-

quate training cannot be provided to all at the same rate, so it is un-

reasonable to expect that advancement would be at the same level and
time for everyone.

But, the bottom line is that there should be a

constant and steady movement toward the elimination of the racism and
all

of the unequal conditions that exist with all haste so that every

person can see himself as being able to move in the direction in which
he woul d like to go
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During my year in residence at the University of Massachusetts,

I

spent considerable time compiling an annotated bibliography for the

Center for Urban Education of the School of Education.
as

I

Needless to say,

read and perused hundreds of books, monographs and articles,

gained substantial

I

information on and was impressed by the great concern

for urban education, in general, and for community control of schools

or parent participation in school decision-making, in particular.
I

While

have not made specific notation of all of these works in the text of

this study, it is a fact that all of them were utilized and they influ-

enced my overall concepts about my study.

they must be included as
In

a

It

is therefore felt that

part of my bibliography.

addition to the published materials, use was made of the

hundreds of reports, newsletters, speeches, reviews, evaluations, and

other documents that were available to me as

a

result of my having

served as director of the Anacostia Project for four years, and then
having the director who succeeded me, serve under my supervision for an

additional four years.
personal library.

Much of the information used is on file in my

Other information and data (much of it raw) are lo-

cated in the office of the assistant superintendent, Region

I,

District

Ballou High
of Columbia Public Schools, Washington, D.C., and at the
School of the same city.
I

found in the
have by no means exhausted all of the information

materials at these two locations; as
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a

matter of fact, it

is my
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intention to continue to research and to report what happened during my

association with this valuable project.

There are some popular works (which are to an extent outdated)
that were not included in the compiled bibliography, and

them for they do express

a

I

am including

point of view of the nation's capital.

They

are:

Ben W. Gilbert, and the staff of the Washington Post .
Ten Blocks from
the White House .
New York:
Frederick A. Praeger, 1968.

Liebow, Elliot.

Tally's Corner .

Boston:

Green, Constance M.
The Secret City .
University Press, 1967.

Hannerz, Ulf.

Soul side .

There are also

a

New York:

The Washington Post
The Washington Star

The Boston Globe
The Baltimore Sun

Newsweek
Time
Ebony
Black Enterprises

Washington, D.C.:

Princeton

Columbia University Press, 1969.

number of newspapers and periodicals that were

consulted and frequently used.
The New York Times

Little and Brown, 1967.

They were:
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BIBLIOGRAPHICAL AIDS

Bronaugh, Juanita and Ayers, George E. Multiethnic Materials, A Selected
Bib! iography .
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articles and evaluation of all levels of Education.
,

Monthly Catalo g to United States Publications
publications.
Resources in

,

An

index to agency

E ducation , Journal of ERIC references of
subject and author.
Publ ished monthly on microfilm.
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GENERAL AND RELATED WORKS

III.

A1

1

port , Gordon.
The Nature of Prejudice .
New York:
Doubleday Press,
1958.
This work, though written 20 years ago, is still best for an
explanation of what prejudice is and how prejudice has developed
from countries outside of the U.S.

Cremin, Lawrence A.
Traditions of American Education
New York:
Basic
Books,. 1977.
Shows how American education consists of not only
formal schooling but of the information and experiences provided by
other institutions.
Short and informative.
Account of the history
of American Education.
.

Dewey, John.
Democracy in Education
New York:
The Free Press, 1944.
Philosophy connects the growth of democracy with the development of
the experimental method of the sciences, evolutionary ideas in the
Points out
biological sciences and the industrial reorgani zation.
changes in method of education indicated by these developments.
.

Knopf, 1974.
From Slavery to Freedom
New York:
Franklin, John Hope.
This is a standard textbook treatment of the history of Blacks.
is probably the best general book that has been recently revised.
.

It

Geneologial account
Roots Garden City, New Jersey, 1 976.
Haley, Alex.
ey
Vivid account of
America.
Africa
to
from
family
s
of Alex Hal
during slavery
Blacks
life
of
the
of
the evils of slave-trading and
and afterwards.
,

'

Hoel

,

John
New York:
Elementary Statistics (3rd edition).
C.
Contains Table of random
Wiley and Sons, 1971, pp. 27b-290.
numbers that may be used for sampling as well as other statistical
information.

Paul

Holt
New York:
Foundations of Behavioral Research.
Kerlinger, Fred N.
as
a
useful
is
book
This
Rhinehart and Winston, Inc., 19/3.
background in determining proper use of survey schedules and
Dsicusses scientific research and i nterpretation
questionnaires.
sampling.
and analysis of results based upon population and random
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IV.

GOVERNANCE AND POLITICS

Freire, Paulo.
Pedagogy of the Oppressed
New York:
The Seabury Press,
1968.
Indicates the need for a revolution in order to bring
oppressed people of the world in general and of Brazil in particular into a dialogue about what they need to learn in order to
develop proper self-concepts and control over their own destinies.
.

The Annals of the American Academy of Political and Social Sciences.
January 1978. This issue of the Annals is devoted to Social
indicators and Social Reporting.
The various contributors discuss
the social indicators of progress during the past two decades.

Arendt, Hannah.
On Revolution .
Penguin Books, 1965.
Middlesex England:
Indicates that Revolutions that do not end in "freedom" fail to
achieve their true purpose. Defines "freedom" in terms of ability
to participate in discussion with peers.

Schooling in Capitalist America
Bowles, Samuel and Gintis, Herbert.
Maintains that it is hardly likely
Basic Books, 1 976.
New York:
that schools can be the agent of change that results in a better
Schools support the
economic life for the majority Anericans.
management.
industry
and
of
demands
:

"The Law and the Education of the Urban Nego." in
Buss, William G. Jr.
Sage
Gittell's Educating An Urban Population . Beverly Hills:
formal
beyond
Law must move
Publications, 1 967, pp. 77-102.
neutrality to a position of affirmative support of integration of
public schools and other instruments of government if racism is to
be truly detected.

Education and the Cult of Efficiency .
Callahan, Raymond E.
of Chicago Press, 1962.
D.

University

"Another Note on the Education of Urban West
Oyley/OISE, Vincent.
Interchange VII, No. 1 (1976-77) 23-26.
Indian Black Canadians."
Canada.
A description and discussion of the urban problems in
by
aided
Problems and solutions not unlike those in the U.S.
experiences with race problems in U.S.
,

"The Balance of Power and the School
Gittell, Marilyn.
New York:
Levin's Communi ty Control of Schools
the need
Recognizes
Schuster, 1970, pp. llb-13/.
budget,
on
decisions
the balance of power to make
level.
curriculum to the local school
.

.
Harrison, Bennett. Urban Economic Development
Institute, 1974.

Community," in
Simon and
for a shift in
personnel and

Washington:

Urban

146

Havighurst, Robert J.
"Chicago's Educational Needs." in Gittell's
Educating an Urban Population . Beverly Hills:
Sage Publications,
1967, pp. 37-59.
Expresses needs of Chicago as an example of some
circumstances existing in other large cities.
Jones, Ruth S.
"Community Participation as a Pedagogy:
Its Effects on
Political Attitudes of Black Students."
Journal of Negro Education, XLV, No. 4, Fall 1976, pp. 397-407.
Participation in polity
3l one will not change attitudes of students unless it is accompanied by pedagogical technique and social -pol itical realities of the
community that are continually related.
La Noue, George and Smith, Bruce L. R.
The Politics of School Decen tral i zation .
Lexington, Mass.:
Heath, 1973.
Sees community control as failure in the five major cities where it has been tried.
This is due to inexperience and lack of sophistication of those who

gained "control."
Lyke, Robert F.
"Representation and Urban School Boards," in Levin's
Community Control of Schools .
New York:
Simon and Schuster, 1970,
38-1
1
68.
Advocates
three reforms for school boards in urban
pp.
communities:
1) appoint ombudsman; 2) elect some board members,
appoint others; 3) representatives should be full-time, paid
legislators.
Not seen as panacea, but helpful.
Phi
Mauch, Joseph.
"The Urban Superintendency as Viewed by a Survivor."
Superintendent of
Delta Kappan
58 (December 1976) pp. 348, 349.
Schools, Buffalo, N.Y. for 18 years, believes role of superintenMust perform dual role of bedent difficult, but not impossible.
for social change.
leadership
instruction
and
of
agency
of
ing
remain.
him
to
Gives 5 points that enabled
,

"Politicizing Educational Reform." Phi Delta
McMillan, Charles B.
Community control is seen not
Kappan, 44 (December 1972) p. 240.
as an educational reform, but as a political reform to raise the
political consciousness of the community and increase economic
This will cause education to become a reflection of a more
power.
egalitarian value system.
"Sources of School -Community Conflict in Black
Montero, Thomas.
Intellect, Vol . 106, no. 2389, October, 1977, pp.
Communities."
Indicates need for inner city schools to respond to
1 55-1 56.
wishes of Black acti vi sts--who serve as catalyst for black
community--in order to institute change that is needed.
Protest Politics and
Newman, Dorothy, Carter, Barbera, et al
Institutions, 1940-1975.
White
and
Americans
Black
Prosperity:
1978.
House,
Random
Pantheon,
New York”:
.
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Parnell, Dale.
Needed:
An Urban Extension Act."
Education Digest .
January 1979.
Need is cited for an Urban Extension Act that would
do for the cities what Land Grant Act did for the rural areas.
The Public Papers of the Presidents of the United States.
Johnson . Washington:
GPO, 1966.

Lyndon

B.

Reller, Theodore L.
Educational Administration in Metropol i tan Areas .
B1 oomi ngton
IndTl
Phi Delta Kappan Foundation, 1 974.
Provides
good suggestions for administrative and political decentralization
in an attempt to design more efficient Metropolitan areas.
Also
outlines competencies needed for effective management.
,

Rosenthal, Alan.
"Pedagogues and Power:
A Descriptive Survey,"
Gittell's Educating an Urban Population
Beverly Hills,
Calif.:
Sage Publications, 1967, pp. 185-204.

in

.

Scott, Hugh J.
"The Urban Superintendency on the Brink."
Phi Delta
Kappan 58 (December 1976) pp. 347, 348.
Former Washington, D.C.
superintendent views big city superintendent's job as an impossibility unless it is restructured to provide the office with more
decision-making responsibility in regard to policy.
,

Sizemore, Barbara.
"Desegregation and the Black Student." The Education
Digest , September, 1978.
Cities are no longer interested in
"integration."
Emphasis is on desegregation, and returning whites
to cities but no longer on the achievement of Blacks.
"School Superintendents'
Talmage, Harriet and Ornstein, Allan C.
Attitude Toward Community Participation." Educational Research
Using the
Quarterly Vol . 1, No. 2, Summer 1976, pp. 37-45.
Community Control Attitudinal Inventory authors conclude that
generally school superintendents accept participation of parents
and community in issues concerning finance and student affairs;
reject their input into personnel and curriculum.
,

,
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V.

MYTHS AND RACISM

Hill, Robert B.
The Illusion of
League Publication, 1978.
have actually "progressed"
thinks not when Blacks are

Black Progress .
Washington:
Urban
This is a discussion of whether Blacks
over the last several decades.
Hill
compared with whites.

Gentry, Atron, et al .
Urban Education:
The Hope Factor .
Philadelphia,
Pa.:
Saunders Co., 1973.
Explodes myths concerning the education
of Blacks.
Recommends attitudinal changes and up-grading of
expectations in the education of inner city and non-white youths.
,

Hornburger, Jane M.
"Deep are the Roots:
Busing in Boston."
Journal of
Negro Education Vol . XLV, no. 3, summer 1976, pp. 235-245.
Busing
is seen as the only alternative in Boston.
It is legal and can
work.
It doesn't work when parents set a horrible example for
their children through racism.
,

Institutional Racism if!
Knowles, Louis L. and Prewitt, Kenneth’, eds.
A
Prentice Hall, Inc., 1 969.
Englewood Cliffs, N.J.:
America .
in
the
racism
U.S.
perceptive and pervasive treatment of white
Points out that changes must be made on the part of whites in
America if the problems of black people are to be solved.

"Ethnic Students Perceptions of Effective Teachers."
Patrick, Opal L.
Educational Research Quarterly Vol. 3, No. 2, summer 1978, pp.
Minority students pick whom they considered to be their
67-73.
Teachers given Edwards Personal Preference
most effective teacher.
Those teachers selected believed (1) most students can
Schedule.
learn, (2) students respond positively or negatively to teachers
in line with teachers behavior, (3) teachers exhibit their own
personality through their behavior, (4) the teacher is more
important than method, (5) teachers need to interact positively
with students, (6) all students possess similar characteristics
irrespective of ethnic origin.
.

,

The New
"Data on Race Role in I.Q. Called False."
Rensberger, Boyce.
so-called
that
Indicates
1978.
November
8,
Wednesday,
York Times,
educaof
founder
British
Burt,
Cyril
of
Sir
"scientific reports"
racial
of
basis
genetic
the
of
advocate
tional psychology and
data.
differences have been proved to have been based on fabricated

,
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VI.

STRATEGIES FOR CHANGE

Anker, Irving.
Urban Bankruptcy and the Schools:
A View from the
Bottom."
Phi Delta Kappan
58 (Demember 1976), 350-352.
Former
chancellor ot New York Public Schools suggests the only solution
for problems of urban education that makes sense is nationalization
of school finance.
Discusses reasons in this article.
,

Banks, Samuel.
"The Bicentennial and the Urban Condition - A Black
Persepctive." Journal of Negro Education Vol . XLV, No. 2, Spring,
1976, pp. Ill -1TST
Indicates that strategies for change in urban
areas must accentuate human dimensions and human possibilities.
Nation must be willing to transcend racism, sexism and bigotry.
.

Briggs, Paul W.
New Look at Urban Education .
AASA Bicentennial
Convention, Feb. 1976. Atlantic City, New Jersey.
A "conservative" approach to solving urban problems by Cleveland, Ohio,
Superintendent of Schools.
Campbell, Alan K. and Meranto, Philip. "The Metropolitan Education
Dilemma:
Matching Resources to Needs," in Gittell's Educating An
Urban Population .
Beverly Hills:
Sage Publications, 1967, pp.
1 5-36.
Provides empirical setting for a discussion of relationship
between demands and resources in urban education.
Outlines elements in urban growth that have influenced the performance of the
education function in urban centers.
Clark, Kenneth B.
A Possible Reality:
A Design for the Attainment of
Emerson Hall
High Achievement for Inner City StudentsT
New York:
program
for all
This is a design for a comprehensive reading
1 972.
ages and grade levels of the public school children of Washington,
D.C.

UniverChallenges in the Future of Urban Education .
Dede, Christopher.
sity of Massachusetts at Amherst: December, 1973 (permission of the
Suggests that resources inherent in
author needed for quotations).
the urban community be utilized to develop models for improving
American society.

"Competition and Community Schools" in Levin's Community
Downs, Anthony.
Simon and Schuster, 1970, pp.
New York:
Control of Schools.
219-249.
The pressure of competition is the crucial ingredient
needed to force big-city school systems to adopt their outputs to
what consumers want and need.
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Educational Research Quarterly.
"Special Edition," Vol . 2, No. 4. Winter
1978.
This issue devoted to problems inherent in urban
education.
Robert Havighurst discusses powerful itneraction between
socioeconomic status and ethnicity. Herbert Ginsburg discusses
issues
of class ethnic and racial differences.
Amove and Strout raise
basic issues whether U.S. schools are truly pluralistic.
Also
questions value of Alternative Schools.

Eubanks, Eugene E. and Levine, Daniel U.
"The Push Program for Excellence in Big-City Schools."
Phi Delta Kappan
58 (Jan. 1 977) pp.
383-387.
Discusses strengths and weaknesses of the PUSH program of
Jesse Jackson.
Sees it as representing excellent social psychology.
Weakest element is slight emphasis on problems likely to
arise in improving curriculum and instruction when climates have
been improved.
,

Fantini
Mario D. and Weinstein, Gerald.
Making Urban Schools Work.
York:
Harcourt, Brace and World, 1968.
,

New

Fantini, Mario D. and Young, Milton A.
Designing Education for
Tomorrow s School .
New York:
Doubleday, 1970.
A design for the
educational system of Fort Lincoln New Town, Washington, D.C.
The
concept that education begins with the cradle and ends at the grave
was advanced.
1

Fantini, Mario D.
"Educational Agenda for the Seventies and Beyond" in
U.S. Congress, House Committee on Education and Labor, 91st Congress, 1st Session, Needs of Elementary and Secondary Education for
the Seventies .
Washington:
Indicates need for
G.P.O., 1970.
change in emphasis from changing the child to changing the instituMoney should not be put into an
tion to meet the child's need.
outdated system but should be used where results will be obtained.
Simon and
New York:
Public Schools of Choice .
Fantini, Mario D.
Author indicates need for alternative means of
Schuster, 1 97TI
Situations should be presented to consumers of
educating students.
education as in supermarket or cafeteria.

Challenge
The Disadvantaged:
and Weinstein, Gerald.
Fantini, Mario D.
Believes that by
Harper and Row, 1968.
New York:
to Education.
understanding the problems of the disadvantaged, educators will
come to understand the problems of all Americans since these problems mirror those of all Americans in a more magnified fashion.
McGrawNew York:
Fanof
summary
This
Two cassettes".
Hill Book Co., 1976.
tini 's efforts over the past fifteen years in the search for educaHe maintains the need for
tional alternatives in urban areas.
compulsory education, calls "back to basics" alternatives not
legitimate; abhors improper evaluations using established instru-

Fantini, Mario D.

Speaking of Alternative Education .
is

ments and procedures.

a
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Firestone, William A.
"The Balance of Control Between Parents and
Teachers in Co-op Free Schools." School Review Vol .
85, No. 2,
February 1977, pp. 264.
A description of one educational reform
movement of the sixties and early seventies by those who sought
control of their schools because they despaired of improving the
public schools.
,

Gittell, Marilyn.
Educating an Urban Population .
Beverly Hills:
Sage
Publications, 1967.
This is an early analysis of the impact that
new needs and new trends are having upon schools in the urban
areas.

Glasser, William, M.D.
Schools Without Failure .
New York:
Harper and
Row, 1969.
Suggests that a program based on "Reality therapy" is
what is needed in the school.
A program based on increased
involvement, relevance and thinking.
Hill, Paul T.
"Title I under the Microscope."
(October, 1976) pp. 31-33.

American Education 12

Holt, John.
Instead of Education .
New York:
Dell Publishing Co., 1977.
Following his books on HovT~ Children Learn and How Children Fail
Holt now suggests that "education as it is currently conceived is
wrong."
He proceeds to advocate learning by doing rather than
waiting.
Also making a person responsible for his own education,
rather than having it imposed upon one by others.
,

Hummel, Raymond C. and Nagel, John M.
Urban Education in America
Discusses
Oxford Press, 1973.
Problems and Prospects .
New York"!
urban school in its present setting and strategies for urban
Statistical information dated and needs revision.
reform.
:

After Deschooling, What ? New York: Harper and
Illich, Ivan, et al .
Following his Deschool ing~Society Illich feels he must
Row, 1972.
This group of
provide a solution for a society without schools.
essays are prepared by Illich and nine other writers.
,

Levine, Daniel U. and Havighurst, Robert J., eds. The Future of BigMcCutchan Publishing Co., 1977. This
Berkeley:
City Schools.
account states the promise for improvement of Big-City Schools
It is maintained
through regional, alternative and magnet schools.
that the main thrust should be improving other aspects of the
housing and work opportunities so that middle
c ity--especial
ly

income people will

return.

Strategies for Success in Compensatory Education:
McDill, Edward, et al .
John Hopkins
Baltimore:
An Appraisal of Evaluation Research .
Press 1 969.
,
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McMarrin, Sterling M., Project Director, The Scho ols and Challenge
of
Innovation
New York:
McGraw Hill, 1 969.
This is a series of
papers derived from the research department of the committee for
Economic Development.
It is supplementary to the work entitled
Innovations in Education:
New Directions for the American School
an earlier issue of the committee.
Besides indicating new resources it is also as interested in research possibilities and
costs.
.

Mareno, Joseph M. and Hogan, John W.
"The Influence of Race and Social
Class Level on the Training of Creative Thinking and Problem Solving Abilities."
Journal of Educational Research Vol
I, 70.
Sept. -Oct. 1976.
Study indicates that participation in the Produc tive Thinking Program enabled students to improve their creative
thinking skills as well as problem solving abilities.
Neither race
nor social class level affected the child's ability to increase
these skills.
,

.

Nelson, Margaret and Silber, Sam D.
"Innovations in Urban Secondary
Schools."
School Review Vol. 84, No. 2, February 1976, pp.
213-231.
This is a good review of the many innovations and changes
that are current in Urban Secondary Schools.
Contains several
tables which depict how teachers rate the "innovations" in several
school districts.
,

Teachers
New York:
Passon, A. Harry.
Urban Education in the 1970's .
College Press, Columbia University, 1971, pp. 1-41. There,
according to the author, is no clear blueprint for Urban Education
to follow in the 1970' s, but schools represent one component of the
educative process.
It cannot do the job alone, nor can it remain
There must be compreisolated.
It can often act as a catalyst.
for students.
planning
fragmented
than
only
rather
hensive

Payne, James S., et al.. Head Start:
Behavioral Publ ications
York:

,

A Tragicomedy, with Epilogue
1 973.

.

New

Hartford
"It's Children A School System is All About."
Pierce, Neal R.
This is an account of the new Chancel Courant, February 19, 1 979.
lor's of New York Public School, effort to institute reforms in the
Increased accountability on part of teachers and
school system.
principals, sharper scrutiny of tenure, praise for those performing
well, better counseling, improved vocational education and attempts
to prepare students for the world of work are initiatives proposed.

NASSP
"An Urban Education Model - Five Years Later."
Salmon, Daniel A.
Indicates that
Bulletin, Vol. 62, No. 415, April 1978, pp. 43-53.
flexible,
schools cannot afford to be static, but they must be ever
times.
the
with
ready and willing to change

153

Sarason, Seymour B.
The Creation of Settings and the Future Societies .
San Francisco:
Jossey Bass, 1972.
Hel pful in discussing
strategies for changing schools. Some of the pitfalls are cited
for those who would be leaders.
Yet, the need for educators to
make efforts despite obstacles to be faced is indicated. The need
for continuing leaderhip is stressed.

Stickney, Benjamin D. Compensatory Education and Pupil Achievement .
Ed.D. Dissertation.
University of Massachusetts at Amherst, 1976.

Toffler, Alvin, ed.. Learning for Tomorrow .
Vintage Books,
New York:
1974.
The work is concerned with schools of the future.
Deals
A
with the practical aspects and involves all levels of learning.
new organization of knowledge is called for with its relevance for
the future irrespective of age.
Concern is expressed for cognitive, affective as well as moral learning.

154

VII.

FOUNDATIONS AND PUBLIC POLICY

Banks, James A.
"Pluralism and Educational Concepts: A Clarification."
Peabody Journal of Education Vol . 54, No.
2, January 1977, pp.
73-78.
Points out difference between objectives of multicultural
education (creating positive school atmosphere); multi-ethnic
education (modifying the school environment) and Ethnic Studies
(modifying course objectives), teaching strategies and materials
and evaluation strategies to include content and information about
ethnic groups in the U.S.
,

Bard, Bernard.
"Is Decentralization Working."
Phi Delta Kappan, 44
(December 1972) pp. 238-243.
Decentral i zat ion has not improv ed
pupil performance but has called attention to need to revamp not
only schools, but the political and economic life of the city.
Schools need to be restructured.
Carnoy, Martin, ed.
McKay and Co.

Schooling in
,

1

a

Corporate Society .

New York:

David

977.

Cheng, Charles W.
Bargaining:

"Community Representation in Teacher Collective
Problems and Prospects."
Harvard Educational Review,
Vol. 46, No. 2, 1976.

Clark, Kenneth.
Dark Ghetto:
Harper and Row, 1965.

Dilemmas of Social Power

.

New York:

Dade, Christopher, "Productive Alternatives to Jencks."
Meforum 1
(October 1973) pp. 37-41.
Jencks' work would make more sense if it
were entitled "Immobility: [instead of Inequality]. A Reassessment
of the Effect of Schooling in America." With a conceptualization
on equal ity as mobility reforms in schooling will lead to greater
sel f-real i zation, greater individualism and greater equality.
,

"Community schools and Social Theory: The Limits of
Fein, Leonard J.
New York:
Universal i sm" in Levin's Community Control of Schools .
Indicates that American
Simon and Schuster, 1970, pp. 76-99.
education must give attention to both the universal needs as well
as particular needs of ethnic groups. Therefore a compromise must
be arranged that tolerates community requests and demands.

"Desegregating Urban Schools: A Review of Techniques."
Foster, Gordon.
Harvard Educational Review Vol. 43, No. 1, 1973, pp. 5-36. A
review of desegregation techniques in the South, border states and
Although problems differ (either de jure or de
the north and west.
everywhere and the result is the same.
exists
segregation
facto)
,

Educating An Urban Population . Beverly Hills,
Gittell, Marilyn, Ed.
Essays describing problems and
Sage Publishing Co., 1967.
Calif.:

..
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some solutions in education or urban communities.
cy, decision making and achieving change.

Discusses poli-

Hollander, T. Edward.
"Fiscal Independence and Large City School Systems," in Gittell 's Educating an Urban Population
Beverly Hills,
California: Sage Publications, 1967, p. 103.
If city schools are
to function effectively they require extensive but not independent
support financially.
Independence seems to make large city school
systems more averse to change and in favor of the status quo.
.

Kluger, Richard.
Simple Justice:
The History of Brown v. Board of Education and Black America's Struggle for Equality
New York:
Vintage Books, 1977.
.

Luty, Frank W.
Toward Improved Urban Education
Worthington, Ohio:
Charles A. Jones, 1970. A series of essays in regard to subjects
pertinent to urban education.
.

Miller, Harry L.
New
Social Foundations of Education: An Urban Focus
Holt, Rinehart and Winston, 1978.
York:
Discusses the social and
economic influences in urban schools and their impact upon stuEmphasizes the need for school to stress (and measure) its
dents.
non-cognitive as well as the cognitive results in regard to its
students
.

Phi Delta
"What Does Affirmative Action Affirm?
Ornstein, Allan C.
Former liberal takes a
Kappan
57 (December 1975) 242-245, 255.
Claims universities are forced
stand against affirmative action.
to take less able students in order to fill quotas and comply with
affirmative action requirements.
.

"Racial Problems and Policy in Ameri
Zeigler, Harmon and Boss, Michael.
47, No. 3,
can Public Schools." Sociology of Education Vol
of school
failure
Summer 1974, pp. 319-334. An account of the
until
problems
boards, school administrations to recognize racial
power
then
they become issues in the schools. The local school is
and/or
less to solve the problem short of great political pressure
,

.

confl ict

s

.

VIII.

COMMUNITY CONTROL AND PARENT PARTICIPATION

Bauer, Raymond and others.
Urban Education:
Eight Experiments in Community Control
ERIC ED 13586. A discussion of attempts at Community Control in District of Columbia, Illinois, Massachusetts
and New York City.
.

Berube, Maurice and Gittell, Marilyn.
Confrontation at Ocean Hi lists rownsvi 11 e ,
New York:
Praeger, 1 969
This is the most comprehensive account of the community control and decentralization
movement in New York City.
.

Billings, Charles

"Community Control of the School and the Quest for
Delta Kappan
53(January 1972) pp. 277-278. Sees
community control as nothing more than a struggle for power between blacks and whites.
Power.';

Brown, Frank.

E.

Phi

.

"Community Control that Succeeded."

Educational

Forum

.

XL 1 1 , No. 4, May 1978.
Author states why one experimental
school in Buffalo succeeded.

Vol

.

Clark, Kenneth.
"The Introduction" in Fantini et al , Community Control
and the Urban School
New York:
Praeger, 1970, p. xi
.

.

Coates, Rev. James.
"Focus:
Anacostia Community School Project." Community Concern Extends the Community School Horizon. SuperintendDistrict of Columbia Public Schools, Washington,
ent's Grapevine
Statement of the purposes of the Anacostia ProD.C., June 1969.
ject as viewed through the eyes of the Chairman of the Anacostia
Community School Board and President of the District of Columbia
Board of Education.
.

"School Desegregation and Decision
Crain, Robert L. and Street, David.
Making," in Gittell 's Educating an Urban Population New York:
Praeger, 1967.
,

"Teacher and Community." Harvard Educational Review
Cuban, Larry.
Emphasis is placed on inReprint Series No. 3, 1969, pp. 63-82.
volvement of teachers in the community both in training and as a
practicing teacher. Maintains that community control with improperly trained teachers who do not know how to use community and
community resources will be a failure.
.

"Keep the Community School Boards." The Washington Post ,
Editorial.
August 8, 1978. Supports local school boards in Washington, D.C.
This is a change in editorial position from seven years ago.
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Fantini
Mario D.
"Community Control and Quality Education in Urban
School Systems," in Levin's Community Control
of Schools , New
York:
Simon and Schuster, 1970, pp. 40-75.
Process of participation and involvement insures improvement of quality
of education
as parents become aware of need for change in schools.

Fantini, Mario D. The People and Their Schools:
Community Participation_.
Bloomington, Indiana: Phi Delta Kappa Educational Foundation, 1975.
Continues to advocate community control as initial
step towards school improvement.

Fantini, Mario

D.

The Reform of Urban Schools

.

Washington, D.C., 1970.

Fantini, Mario and Gittell, Marilyn.
Decentralization:
Reform , New York:
Praeger, 19737

Achievinq

Gittell, Marilyn.
"Decision Making in the Schools:
New York City, A
Case Study," in Educating an Urban Population , Beverly Hills,
California:
Sage Publications, 1967, pp. 205-239.
Public education policy has become the province of the professional bureaucrat
with the tragic result that policy alternatives are not weighed or
even offered and defense of the status quo is overpowering.
Iwins, Molly.
"A Radical Plan Puts Everybody in Charge."
The New York
Times , March 20, 1979, pp. Cl, C3. An account of successful community and parent involvement in Salt Lake City, Utah.
Parents,
teachers, students and administrators are involved.
Kohl, Herbert.
"Community Control Failed or Undermined." Phi Delta
Kappan , 57(1976), p. 370.
Maintains that community control has
not been given a fair opportunity to succeed.
Powers have assured its failure by withholding important resources.

Levin, Henry M., ed.
Community Control of Schools
and Schuster, 1970.

.

New York:

Simon

Analysis of Critical Issues and Incidents in the New
McCoy, Rhody A.
York City Crisis 1967-1970 and Their Implications for Urban EducaEd.D. Dissertation, University of Massation Reform in the 1970s.
A study of the community convols.
2
Amherst,
chusetts at
1971,
District in New York.
s-Brownsvil
1 e
trol effort at Ocean Hil 1
systems.
school
Author sees need for total change in
"The Formation of a Community-Controlled School DisMcCoy, Rhody A.
Simon
New York:
trict," in Levin's Community Control of Schools
An account of the process of
and Schuster, 1970, pp. 169-190.
Problems
establishing the Ocean-Hill Brownsville School District.
programs.
future
for
points
ten
with
along
cited
and successes are
.

.

.
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Ravitch, Diane.
The Great School Wars:
New York City, 1805-1973
New
York:
Basic Books, 1974. A good history of public education in
New York City.
Assumption that the New York experiences mirror
public education elsewhere in the United States is questionable.
.

Ravitch, Diane, and Grant, William R.
School Decentralization in New
York City and Detroit's Experience with School Decentralization.
Washington, D.C.:
Center for Governmental Studies, 1975.
Indicates that community control is wrong approach.
Community lacks
sophistication and experience.

Rubinstein, Annette T. , ed.
Schools Against Children: The Case for
Community Control , New York: Monthly Review Press, 1970. Group
of essays by educational and other behavioral writers on the positive results of community control in lieu of negativism on part of
educators
Schiff, Martin.
"Community Control of Inner City Schools and Educational Achievement."
Urban Education , X( 1 976 ) , pp. 415-428.
Uses New
York City's attempts at community control to indicate that politics
is no panacea for achievementin black community-uses experience of
Fuentes as a case study.
Tudor, Kay Palsey.
"An Explanatory Study of Teacher Attitude and Behavior Toward Parent Education and Involvement." Education ReTeachers
search Quarterly , Vol. 2, No. 3, Fall 1977, pp. 22-28.
in public early childhood programs that require participation of
parents in their program have more favorable attitudes towards
parents than those programs not requiring participation.

"Accentuate the Positive in Community Involvement."
Wendorf, Robert A.
This is a word of wisdom for school
Thrust , Vol. 5, No. 4, p. 29.
The mesadministrators who focus only on problems of the school
do.
schools
that
good
Balance problem-solving aspect with
sage:
.

Scranton, Pennsylvania:
Education and the Urban Crisis
Woock, Roger R.
International Textbook Co., 1970. A chronological account of the
Role of
demand for community participation at the local level.
indicated.
crisis
urban
solve
to
attempts
foundations
Ford and other
.

"A Case Study in Local Control."
Wood, Diana.
April 1975, pp. 7-26.

Zeigler, L. Harmon, Tucker, Harvey
Control Was Wrested from the
(February 1977) pp. 534-539.
wrested from people control,
sionals," 1920; intervention
now in untenable position as
groups

Urban Education

,

X,

No.

1,

"How School
J. and Wilson, L. A.
58
Kappan
People." Phi Delta

Discusses
1900; came
by federal
control is

how public schools were
under control of profesgovernment, 1920-1970; and
being sought by interest

.

.
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IX.

EVALUATION OF EFFORTS

Brantley, Edward J., Director. The Anacostia Community School Project
Evaluated: A Search for Relevant Education
Washington, D.C.:
The Southern Center for the Study of Public Policy, Clark
.

Coll ege, 1971

The Center for Community Studies, Howard University.
An Evaluation of
the Anacostia Community School Project
Washington, D.C., 1972.
This is a summative evaluation conducted by the Center for Community Studies of the effectiveness of the Project after two
years.
.

Gibbony Associates. An Evaluation of the Response to Educational Needs
Project Vol
1:
The Final Report
Kensington, Maryland:
National Institute of Education, 1978.
Report on the Anacostia
Community School Project/ Response to Educational Needs Project, a
community based project, Washington, D.C.
Provides different view
of effectiveness of community participation at the regional level.
.

.

Holt, John.
Instead of Education: Ways to Help People Do Better
New
York:
E. P. Dutton, 1976.
Holt believes the educational system as
now conceived needs to be abolished.
It cannot be reformed because
its purpose is neither wise nor humane.
It supports the social
structure at the expense of human thought and personality.
.

An Evaluation of the Anacostia Community School Project
Jones, Ray J.
Washington, D.C.: The Center for Community Studies, Howard University, 1972.
.

DissertaThe Ineffectiveness of Educational Reform
Nickens, Norman W.
University of Massachusetts at Amherst, 1972. The reasons
tion.
for failure of change agents in the District of Columbia schools
Basically, lack of mechanism for change, lack of
is discussed.
funding have been responsible for lack of major impact upon
school s
.
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X.

CIVIL RIGHTS, EDUCATION EQUALITY AND INEQUALITY

Coleman, James S. et al
"Summary Report," Equality of Educational Opportunity, Baltimore, 1966.
.

Gwenne, James.
"School Finances:
The Case for Equalization of Opportunity." Intellect , Vol
105, No. 2385, June 1977, pp. 420-422.
School finance is the greatest equalizer of educational opportunity.
Dollars do_ make a difference.
.

Harlan, Louis R.
Separate and Unequal
New York: Atheneum, 1969.
Indicates relative importance of education.
Also avers that action,
including i nt el 1 iqent protest is necessary to institute desired
changes.
.

Haubrich, Vernon F.
in the 1970s.

"Teachers in Big City Schools," in Urban Education

Hodgson, Godfrey.
"Do Schools Make a Difference," in Silberman, pp.
3-49, 113-203, 470-575. Takes issue with Jencks, Moynihan and
Wolf of the Harvard School of Education in articles that there is
adequate evidence contrary to what has been- presented that schools
do make a difference.
Illich, Ivan.
Deschooling Society
New York:
Harper and Row, 1972.
An effort at proving that "schools don't make a difference," goes
beyond most advocates of this position by stating that schools as
they now exist should be eliminated. Believes that present organization and philosophy perpetuate an impossible and useless
effort.
.

A Reassessment of the Effect of Family
Inequality:
Jencks, Christopher.
and Schooling in America , New York, 1969.

"How Much Can We Boost I.Q. and Scholastic AchieveJensen, Arthur R.
Educational Review Vol. 39 (Winter 1969) pp.
Harvard
ment?"
1-123. Author maintains that 80% of I.Q. is transferred geneticEnvironment and other factors contribute very little to
ally.
Cites Sir Cyril Burt's study (now discredited).
I.Q. scores.
,

"Schools, Information-Seeking and Income: Some Economic
Jones, Byrd L.
Perspectives." Meforum 1 (October 1973), pp. 24-28. Conceptual(1) on the job training;
izes three types of information-seeking:
and (3) learning how
(2) learning for more efficient consumption;
Educational systems must allocate resources for investto learn.
ments in human capital.
,
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King, Martin Luther, Jr.
Why We Can't Wait
New York:
Signet Books,
1963.
Contains letter to blacks who felt that Martin Luther
King, Jr. was moving too fast in his quest for rights of
blacks.
Letter written while jailed in Birmingham at height of struggle.
.

Kozol

,

Jonathan.

Death at an Early Age

.

New York: Bantam Books, 1967.

Lepper, Mary M.
"The Continuing Struggle for Equal Opportunity."
Phi
Delta Kappan , 57 (December 1977) pp. 246-250.
Resistance from i ndividuals and groups that once championed equality is evidence
enough of changing attitudes. Minorities and women must continue
the fight to insure equality for all.

Malcolm

The Autobiography of Malcolm X
New York: Grove Press,
This story of tne life of Malcolm X mirrors the change of
blacks attempts to discover themselves.
It traces the changes in
philosophy from submission through non-violent resistance to the
quest for "black power"— minus the Judeo-Chri stian ethic.
X.

.

1966.

Patterson, Wade.

"After the Coleman Report--What About It?" Thrust
A clarification of the
message of the Coleman Report based on the Harvard Studies of
Mosteller and Moynihan's On Equality of Educational Opportunity,
1972.
Vol

.

3,

No.

,

2, November 1973, pp. 12, 14.

Peelle, Carolyn, Seidman, Earl and Woodbury, Robert.
"Up Against Jencks
and Beyond." Meforum , University of Massachusetts at Amherst, 1
(October 1973) pp. 17-24.
Discusses political framework of inequality; the politics of style in Jenck's Inequality ; and the
political impact of Inequal ity concl udes that hope itself is the
most crucial ingredient for producing quality education for all
children.
"School Desegregation in Large
Pettigrew, Thomas and Green, Robert R.
Harvard
A Critique of the Coleman White Flight Thesis."
Cities:
Contends
1976, pp. 1-54.
Educational Review Vol. XLVI, No. 1
that Coleman research is methodologically and conceptually faulty
and that there is no basis for conclusion that urban desegregation
leads to massive "white flight" since this phenomenon began before
,

,

1954.

Racially Separate or Together ? New York: McGrawPettigrew, Thomas.
This work differentiates between desegregation and inHill, 1971.
The author discusses the need to attack the problem of
tegration.
white racism in an effort to make integration work in the North
and South.
"The Black Community, the Community School, and the
Pfantz, Harold W.
Socialization Process," in Lewin's Community Control of Schools
Supports inteNew York: Simon and Schuster, 1970, pp. 13-39.
participate
blacks
that
grated schools as only means of assuring
their right.
is
which
in the policy and social system of the nation
,

.
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Robinson, Donald W.

"An Interview with Christopher Jencks."
e cember 1972).
Author probes some of

Phi Delta
^4 (p
conclusions of
hat h<
at during his three years of examining data
!\the ^Harvard? arnved
at
Graduate School's Center for the Study of Educational Policy.

a
n
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Stein, Annie.
"Strategies for Failure." Harvard Education al Review,
Reprint Series No. 5, 1971, pp. 1 33-1 79
New York City school
bureaucracy, along with teacher organizations have designed the
schools of New York to fail for blacks and Puerto Ricans and to
succeed for whites. The efforts by blacks to gain control have
failed because the real resources were retained by the system.
Teachers are trained to expect failure from blacks and Puerto
Ricans.
.

Stevens, Alonzo.
"Inequality in Finance— A Case for Whom," Me forum
(October 1973) pp. 34-36.
1
Emphasizes the difficulty in comparing costs between regions because the costs differ in different
part of the country for the same instruction.
Disparities pointed
to by Jencks are misleading.

Swanson, Bert E.
The Struggle for Equality , New York:
Hobbs, Dorman
and Co., 196?T
This is an earlier study of the attempts to desegregate the schools of New York City. Attention is focused on
the reaction of the dominant white class to proposed integration
pol icies
U.S. Commission on Civil Rights.
Social Implications of Equality for
Minorities and Women 1978
This is a government document that
compares blacks, women and other minorities with the majority
worker (the white male) and finds the minorities far behind in
.

terms of economic progress.
Ful fill ing
A Report of the United States Commission on Civil Rights.
Desegregation of the Nation's
the Letter and Spirit of the Law:
U.S. Commission on Civil
Public Schools, Washington, D.C., 1976.
Rights. This is a report of the progress of desegregation in
Attention is given to Boston,
several cities throughout the U.S.
Colorado, Tampa,
Hillsborough,
Colorado,
Denver,
Massachusetts,
Minneapolis,
California,
Berkeley,
Kentucky,
Florida, Louisville,
The
Texas.
Christi,
Minnesota, Stamford, Connecticut, and Corpus
extra-curricular
role of leadership, preparation of the community,
activities and student attitudes are among the topics examined.

Warner, W. Lloyd and Havighurst. Who Shall be Educated? The Challenge
Harper and Row, 1944.
of Unequal Opportunities , New York:
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Wilson, William J. The Dec! in inq Significance of Race
Chicago:
University of Chicago Press, 1978. Author advances argument that
economic class affiliation has taken precedence in importance over
race in the failure of blacks to ascend the economic ladder.
He
exhibits over-optimism in the opportunities provided for a few
blacks to advance in the face of the great percentage of un- and
under-employed blacks.
.

Young, Whitney, Jr. To Be Equal
Gives
New York: McGraw-Hill, 1964.
Urban League stance on solution to economic and social problems.
Emphasis on jobs and housing.
.
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XI.

INSTRUCTION AND CURRICULUM

Adams, Gerald R. and Cohen, Allan S.
"Characteristics of Children and
Teacher Expectancy: An Extension to the Child's Social and Family
Life." Journal of Educational Research , Vol
I, 70, SeptemberOctober 1976. Supports the assumption that teacher expectancy
can have an influential affect on a child's attainment.
.

Arnez, Nancy L.
Partners in Urban Education: Teaching the Inner City
Child
Parkridge, Illinois: Silver Burdett GLC., 1973.
This is
short but good treatise of things teachers of inner-city children
should know. After dispelling a number of myths about inner city
children, author proceeds to advance ideas and methodology that
will insure that inner city children and minorities learn along
with other children.
Highly recommended for all educators.
.

a

Baratz, Stephen and Baratz, Joan.
"Early Childhood Intervention."
Harvard Educational Review Reprint Series No. 5, 1971, pp. 111Maintains that social scientists in their effort to make all
129.
"equal" educationally have sought to make everyone (including
blacks) the "same" as measured by middle class white American
standards.
,

New York: The Free Press, 1970.
Cuban, Larry. To Make a Difference
This is an account of how inner city problems were resolved by one
teacher in Washington, D.C. by recognizing the importance of experiences that high school students of the ghetto bring to school.
.

"Jesse Jackson and the Urban Social Reform Movement."
Eaton, William E.
DisUrban Education Vol. XI, No. 4, January 1977, pp. 397-402.
stuof
responsibility
cusses Jackson's emphasis on the personal
Describes this as an agenda that
dents for their own learning.
had to come.
,

"Assumptions Underlying CompeEisile, James E. and Halverson, Paul.
Vol.
Thrust
5, No. 2, November 1975,
tency Based Education."
as some questions about
well
as
of
The characteristics
pp. 4-6.
with assertion that
discussed,
competency based education are
made for CBE.
assumptions
there is yet no consensus on the
,

"Expectations in Mixed Racial
Entwisle, Doris R. and Webster, Murray.
Summer 1974,
GrouDS " Socioloqy of Education, Vol. 47, No. 3,
in response
more
States that the child, besides producing
p. 304.
of himself so that it
to teacher's demand; probably changes view
conforms with the teacher's view of him.
.

The Unreco g~
Ribbin , Jivin' and Playing the Dozensj
Foster, Herbert L.
achusetts
s
Mas
dge,
Cambn
nized Dilemma of Inner City Schools
hi s is a good book for beginning
Ballinger Pub lishing Co., 1974.
with the harsh words of
teachers in inner city schools not familiar
the inner city environment.
1

.

.
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Fredericks, Steven J.
"Curriculum and Decentralization: The New York
City Public School System." Urban Education Vol
IX, No, 3,
October 1974, pp. 247-256. New York schools are in trouble because no provisions were made for curriculum modifications and
evaluations when schools were decentralized.
.

,

Haney, Walt and Madaus, George.
"Making Sense of the Competency Testing
Movement." Harvard Educational Review . Vol. 48, No. 4, November
1 978
The adequacy and fairness of the competency testing movement is questioned. Major problems arise from the relationship
between what these tests measure and what is actually being tauqht
.

in school

Holliday, Frances B. and Edwards, Carole.
"Building on Cultural
Strengths: A Route to Academic Achievement." Educational Leadership.:* Vol. 36, No. 3, December 1978.
Indicates that blacks have
strengths based upon their cultural heritage rooted in Africa.
Included is the "extended family" which became the basis for a
successful Peer Tutoring program in Chicago.

Jacoby, Eleanor.
"The Miracle of P.S. 91." New York Post
February 17,
1979, p. 15 of Weekend Magazine.
An account of the success of an
inner city school's (predominantly black and Spanish) success in
teaching basic skills during the past decade.
,

Kindred, Leslie W. and others. The Middle School Curriculum
Boston:
Allyn and Bacon, 1976.
Focuses on rationale, curriculum and
organization of the middle school concept. Also includes technology and activity program for the Middle School.
.

Leacock, Eleanor.
"Education, Socialization and the Culture of Poverty,"
New York, 1970.
in Annette Rubinstein, Schools Against Children
The Poverty Culture concept assumes such an early pervasive and
almost irreversible destruction of the intellectual ability, selfimage and desire to cope with poor children that they are irreparably damaged by the time they enter school.
,

Teaching and Learning in City Schools , New York:
Leacock, Eleanor B.
Excellent critique of teaching in urban
Basic Books, 1969.
schools
The Learning Community: A Humanistic Cookbook for
Morgan, Harry.
Teachers, Columbus, Ohio: Charles E. Merrill Publishing Co., 1973.
Emphasis is placed upon combining effective development with the
development of cognitive skills. It is noted that neither of
these develop in a vacuum.
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Morse, Philip S.
"Open Education, Where Are We Now?"
Peabody Journal
of Education , Vol. 53, No. 4, July 1976, pp. 303-307.
Indicates
that "Open Education" can be effective only if it contains all of
the ingredients necessary for its success. This includes (1) child
initiated learning, (2) integrated curriculum, (3) multi-aged or
peer grouping, (4) deemphasis on competition, (5) elimination of
fear of failure, (6) trained teachers, (7) trained administrators,
(8) community and parent participation, (9) continued in-service
training.

Scribner, Harvey B., ed.
Managing the Schools: A Study Guide for Educational Administrators , Ft. Lauderdale, Florida:
Nova University,
A good handbook for those currently in Educational Adminis1976.
tration.
Emphasizes need for participation by the subordinate
along with superordinates.

Silberman, Charles E.
Crisis in the Classroom: The Remaking of American Education , New York:
Random House, 1970. One of the angry acDescribes
counts concerning the failure of schools to educate.
schools as sterile and unproductive from the lowest level through
universities.
Changes must occur. An excellent and objective
study.
"Deficit, Difference and Bicultural Models of AfroValentine, Charles.
American Behavior." From Robert Buckout's Towards Social Change:
Emphasizes the importance of unA Handbook for Those Who Will
It is essential
derstanding the bicultural aspects of blacks.
not to mistake this aspect of the blacks' heritage in order not
to mistake the "biculture" for "lack of culture ."
.

Weinstein, Gerald and Fantini, Mario, eds. Towards Humanistic Education
Ford Foundation and Praeger
New York:
A Curriculum of Effect.
with
the importance of the efPublishing Co., 1970. Work deals
Emphasizes that usually only "lip
fective domain in education.
service" is given to effective objectives with the larger concentration on the cognitive domain. This is seen as regrettable
since the effective is concerned with changes in humanistic behaviors which are just as important--or even more so--than cognitive learnings.
by
Yeakey, Carol Camp, reviewer of Ribbin, Jivin and Playin the Dozens
XLV,
Vol.
Education
Negro
of
Journal
the
Herbert L. Foster in
Discusses Foster's book with
No. 4, Fall 1976, pp. 485^488^
that
open-mind. Accords him great credit except his indication
terms
he
blacks
class
lower
middle class blacks do not understand
an "egregious error."
,

,
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XII.

UNPUBLISHED DOCUMENTS

Jones, Byrd L.
"Urban Community Development," University of Massachusetts at Amherst, 1979.
Pierce, Reuben.
"A Proposal for Establishing a Data Processing
Facility in Anacostia," Washington, D.C., 1970.
Rice, William S.

"The Anacostia Community School Project:
A Brief
Description of history. Program and Progress Report" (unpublished
report to the District of Columbia Board of Education) Washington,
D.C., June 1969.

Rice, William S.
"Project Organization and Community Participation"
(progress report to the U.S. Office of Education) Washington,
D.C., May 1969.
"An Appeal to
Coates, James E. , Brown, Emmett B. and Scott, Hugh J.
the U.S. Commissioner of Education on Behalf of the Anacostia
Community School Project," Washington, D.C., December 1971.

The Anacostia School Board, Peter J. Nickles, John D. Laurman, Gary J.
Klein.
"Memorandum of Law in Support of Appeal of Anacostia
Community School Board," Washington, D.C., Covington & Burling,
Attorneys, December 1971.

